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The focus of this project is to create units of instruction, ofa whole language approach, for
teaching Social Studies in the elementary classroom. These units are designed to be used in place
of or along with traditional curriculum. They span subjects covered throughout the year in a fifth
grade classroom, and incorporate the six disciplines of Social Studies: anthropology, economics,
geography, history, political-science, and sociology.
This·project includes outdoor education lesson plans, articles, integration possibilities,
videoresources, and internet lesson plans. This project is a. compilation of these resources
designed to help a classroom teacher with effective instruction from various media.
Research methods included obtaining several fifth grade texts to get an idea of what
students are expected to learn. I chose several topics I decided were important and went to local
libraries to research them and collect activities and appropriate children's literature.
I have found that almost any topic can be approached from all six disciplines and thereby
give students a more well-rounded education. I also concluded that units such as these are very
necessary, as there is a lack of quality alternatives to traditional textbook material. I believe this
prOject will prove very helpful to me arid teachers who use it.
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U.S. Civil War Unit
III. Articles
Connect With the Community
Our Earth, Our Responsibility
Tap Into the Magic of Maps
Video Tape Resources Listing at N.I.U.
IV. Project Wild Lesson Plans
V. Internet Lesson Plans
Crossroads: Elementary School Curriculum
Interdisciplinary Lesson Plans
PHILOSOPHY OF EDUCATION
My philosophy of education is that students have the potential to achieve. I believe any
child can learn, provided they have the motivation. I believe it is my job to encourage students to
learn in the manner that suits them best. I am aware that multiple intelligences exist, and that these
result in varied learning styles. I believe it is important to provide varied learning environments
and media to accomodate these differences. I believe children learn by doing. Students learn best
when they are able to somehow manipulate their learning with hands-on, engaging activities.
Students have a lot to offer each other, and each student is an expert in something, however small.
I believe students deserve respect, and deserve an education that is relevant, up-to-date, and well-
rounded. I believe that with encouragement and high expectations, students can achieve more than
they thought possible. The process of learning something is more important than the final product.
It is important to see student improvement over time.
UNITS OF INSTRUCTION
The units of instruction which follow are a result of research on fifth grade social
studies topics as stated in the title of each unit. These units are designed to be used in
conjunction with, or to substitute traditional textbook instruction and expand the scope of
instruction to that of the whole language philosophy of education. These units incorporate
cooperative learning, recognize that students have multiple intelligences and learn
differently from each other, reflect the belief that students learn best by doing and
manipulating, and seek to harness the prior knowledge and intrinsic motivation present in
students. The assessment and evaluation activities accompanying these units do not
reflect traditional forms of assessment, but rather, a wholistic approach to assessment. The
wholistic approach seeks to gather more samples of students' work to more accurately
represent students' achievements and their process of learning. These samples of students'
work are put into a portfolio which represents students progress and improvement over
time, and gives a more complete picture of students' education and progress in learning.




Unit Topic: The Vikings - First Europeans to land in North America
Disciplines: History, Economics
Key Concepts: Exploration, Conflict
Interdependence, Specialization and Division of Labor
Key Generalizations:
People are often motivated to explore new lands in search of resources, land, trade routes and
wealth. (exploration)
People may purpose to serve their own ends, whatever the means, usually resulting in conflict.
(conflict)
For any society or people group to survive, there has to be a necessary interdependence between
the members of the group. (interdependence)
For a society to function well, each person must use their gifts and talents for the good of others,
and each must perform certain tasks. (specialization and division of labor)
Subideas:
The Vikings were often motivated to explore new lands in search of resources, land, trade routes
and wealth. (exploration)
The Vikings often purposed to take over others wealth, possessions and people. This often resulted
in conflict. (conflict)
Farmland was in short supply, so farmers had to be fisherman and hunters, as well. (specialization
and division of labor)
While the men were away at sea, the women were left in charge of the farms. (interdependence)
Children didn't go to school, instead they had to help with the chores at home and learn practical
skills. Girls - cook, sew, skin animals, run a household; Boys - plow, hunt, fish, fight.
(specialization and division oflabor) (interdependence)
Objectives:
1. Students will be able to describe the people of the Viking Age, where and how they lived.
2. Students will understand why Viking raids upon western Europe were successful.
3. Students will understand and reflect upon the Viking's system of law and order.
4. Students will be actively involved in creating their own Viking jewelry.
5. Students will be able to list examples of interdependence.
6. Students will recognize specialization and division oflabor at home and in the school setting,
and compare this with specialization and division of labor in the Viking setting.
Initiation Activities:
* Students will be asked to create a KWHL chart during whole class discussion. Students will
brainstorm for ideas and knowledge that they already Know about the Vikings. They will tell what
they Want to know, and How they wish to go about learning about it. Finally, at the end of the
unit, the students will go back to their KWHL chart and discuss what they have Learned from this
unit. This should be written on butcher paper. (obj.I-6)
* Students will be asked to draw and color their pre-conceived ideas about Vikings and anything
related to them. They will be asked to label their work. Later, students will draw and color
another picture about Vikings after this unit. They will compare the two pictures and discuss the
differences in front of the class in a short, informal, presentation. These pictures will be posted.
(obj.l)
* Students will be divided into small groups of 3-4, given index cards with short scenarios which
students must act out. Each scenario will have to do with both interdependence and/or
specialization and division of labor. Students will act these scenarios out for the class, and each
one will be briefly discussed. When all groups have finished, the teacher will facilitate a discussion
as to what patterns students noted, and ask students to express, in their own words, what concepts
were essential to each scenario. Introduce interdependence and specialization and division of labor.
(obj.6)
Developmental Activities:
* Read the book, Vikings by Rachel Wright, to the students. Discuss the people of the Viking
Age, where they lived and how they made a living. Point out the misunderstandings that are often
associated with Vikings and their weapons, motivation, and lifestyle. Ask students which
misunderstandings they may have had before reading this book. (obj.l)
* Students will construct their own Viking jewelry necklaces much like the ones talked about in the
book by Rachel Wright. (obj.4)
* Have educational stations set up around the room. Ask students to spend about 10 minutes at
each station. One station will have the game of memory adapted to Viking life, and students will
need to match the roles and tasks performed with either the men, women, or children. Another
station will have children's books about Vikings for students to read. Another station will display
letters from the Viking alphabet and which English equivalent corresponds to it. Students will be
asked to write a short letter to their best friend using the Viking alphabet. Another station will
have a matching game with vocabulary words on it and illustrations set out on a table. Students
need to match the appropriate vocabulary words with the illustrations given. (obj.l)
Evaluation Activities:
* Students will journal in response to the Viking's system oflaw and order, describing their
feelings about it, things which surprise them, which are different from our system of justice.
Students will discuss which system they believe is better, and how implementing the Viking's
system of justice today would affect our country and its people. (obj.3)
* Students will have a higher order thinking skills writing assignment: the questions will be
directed to either girls or boys. If you were a Viking (woman or man), what would your job(s) be,
and how would that contribute to the well-being of your family? What others are dependent on you
and how do they depend on you? Why can't/don't you do other jobs? (obj.5)
Culmination Activities:
* Students will use drama to act out their understanding of why the Vikings were successful in
their raids upon western Europe. Divide the class in half. Half will be Vikings, half will be
western European nations. Drama should have a narrator representing each side, students will
need to work in small groups and as a whole. Cooperation and communication skills are essential
and will be needed for a successful drama. (obj.2)
* Students will re-enact a "Thing" as a court hearing used by the Vikings, and, In small groups,
each be confronted with a particular case. Each group will re-enact a "Thing", and decide what the
punislunent will be, and why. Students at their seats will give approval or disapproval, much as
the karls andjarls were allowed to in Viking times. Students will keep a written record of what
cases were brought to the "Thing", what was decided, and how they feel about it. Students will
comment on how they believe this case would be handled today in a court of law. These
observations, analysis and synthesis of the Viking justice system will be put into the student's
portfolio. (obj.3)
* Students will make gender-appropriate crafts to reflect their roles in Viking society. Boys will
make and decorate weapons of their choice from the Viking era from paper and cardboard. Girls
will make cloth (weave yarn or string) or jewelry from this era, as described in the book. (obj.4,6)
Resource Bibliography:
Wright, Rachel. Vikings. Franklin Watts. New York, 1992.
Irwin, Constance, H. Frick. Strange footprints on the land: Vikings in America. Harper and Row.
New York, 1980.
Golding, Morton J. The mystery of the Vikings in America. Lippencott. Philadelphia, 1973.
Buehr, Walter. The Viking explorers. Putnam. New York, 1967.
RAIDERS ...
The "Viking Age" began in the late 700s,
when shiploads of warriors left their
homes in Scandinavia to plunder the
coasts of western Europe. These sea-
borne raiders, known asVikings,wreaked
havoc wherever they went. They
ransacked churches and monasteries,
stole treasure, seized prisoners as slaves,
and slaughtered anyone who stood in
their way.
. . . SETTLERS
During the 800s, these swift and savage
raids became more frequent. They also
became more organized. Instead of just
smashing and grabbing, the Vikings
started to settle in the lands they
attacked. By the mid to late 800s, they
had colonized parts of England, Ireland
and Scotland.
The Vikings were adventurers. They
crossed the unknown Atlantic Ocean to
lands which few, if any, Europeans had
explored.
In about 870 AD,a group of Norwegian
Vikings settled in Iceland, and in 982 AD,
Erik the Red discovered Greenland.
Although the land he Sighted was icy and
desolate in parts, he named it "Green" in
the hope that others would be persuaded
to settle there.
Twenty years after Erik's discovery, his
son, Leif, became the first European to
land in North America. Asmall number of
Vikings then tried to settle in America,
but their plan backfired. After they had
been there only a few years, they ran into
trouble with some native Americans and








· .. AND TRADERS
Raiding and trading went together, and
the Vikings were good at both. They
often combined raids with trading
expeditions, and sold their stolen goods
and prisoners of war at home and abroad.
The Swedish Vikings, in particular,
were remarkable traders. They sailed
down Russia'smain rivers, taking over
and setting up trading posts as they went.
They even ventured down as far as the
Black Sea and Central Asia. In return for
slaves and goods from their cold
homelands, such as furs, fish, amber,
honey and walrus ivory, the Vikings were
given silks, spices, silver, wine and glass.
These luxury goods were eagerly sought
by traders and customers back in
Scandinavia.
Viking activity continued in Europe and
beyond for nearly 300 years. When it
ceased in the late 1000s, the Viking Age
came to an end.
T This map shows just how (ar the Vikings
ventured. Although they made their mark
wherever they settled, the Vikings were











Viking law was not written down. Lawmen had to learn the law by heart and recite it
whenever it was needed. In this way the law was passed by word of mouth from one
generation to the next.
The Vikings had no pens, paper or books, and very few of them could read or write.
Those who could, wrote in runes. Runes were carved onto wood or stone. They were
made up of straight lines since these were easier to carve than curved lines. There were
16 runes in the Viking alphabet.
This is the runic alphabet. Try using it to
write secret messages to your friends, or
to carve a name plaque for your bedroom
door. If you made the ship on page 8, you
could paint its name in runic letters on
the prow. (If you need to use a letter not
included in the Viking alphabet, invent
your own runic version of that letter
instead.)
~ Rune stones were often raised in memory
of someone who had died. Some runic
inscriptions named the dead person and
the man who had erected the stone, and
said where the dead person had passed
away. Other inscriptions praised the dead
person's hospitality, generosity or bravery
in battle.
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•. 3. Holding the clay in your cupped
hand, gently squeeze its sides with
the thumb and fingers of your
other hand. Turn the clay as you
squeeze it until its sides are of an
even thickness.
Try to carefully stretch the clay
into an oval shape as you squeeze
and turn.
Modeling materials sometimes crack
when they are being molded. If this
happens, just wipe your hands along a
damp sponge and smooth the cracks
with your fingers.
2. Cup one of your hands and hold
the ball in that hand. Straighten the
thumb of your other hand and push
it into the middle of the ball. Be
careful not to push your thumb too
far into the clay or else the front of
your brooch will be very thin.
•. 4. Roll out a strip of clay,about the
same length as your brooch.
Flatten one side of the strip and
join it, flat side up, to the back of
your brooch. If necessary, dab a bit
of water onto the ends of the strip
to make it stick.
TO MAKE A "TORTOISE"
BROOCH
I. Roll a piece of modeling
material/clay into a smooth
round ball.
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s. Push a safety pin into this strip
and cover its joined side with a
little more clay.
.• 6. There are lots of ways you can
decorate your brooch. Youcan
press an assortment of objects in it,
to give it texture, or you can use a
knife to carve the sort of twisting
patterns the Vikingsloved. Youcan
even braid strands of clay and stick
them onto your brooch.
7. When you've finisheddecorating
your brooch, use a toothpick to
drill a hole in it, near the bottom.
Then leave it somewhere warm to
dry and make another brooch in
the same way.
Viking women often wore necklaces of
colored glass, crystal or amber beads
strung between their "tortoise"
brooches.
TO MAKE BEADS
.• 8. Brush some glue over one side
of a thin strip of paper. Roll the
paper around a toothpick a couple
of times. Then remove the
toothpick and finish rolling the
paper by hand.
.• 9. To make narrowing beads, cut
the strip of paper into a point at
one end before gluing and
rolling it.
10. Vary the widths of the strips of
paper you use, and make lots of
beads using both methods. Ifyou
want round beads, roll out little
ballsof clay.Push some fuse wire
through each ball, to make a hole.
1I. When you have all the beads
you need, slide them onto
toothpicks and paint them. Let the
paint dry and then coat them with
clear nail polish.When your
brooches have dried, paint them,
too.
12. To finish,thread your beads
onto some cotton thread, and tie
the ends of the thread to the holes
in each brooch .
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The Vikings not only battled abroad.
They also fought among themselves at
home. Every Vikingmale had to learn
how to fight. He had to be ready to
defend his home, to make a stand in
family feuds, and to protect his local jarl's
land, if necessary.
No self-respecting free-born Viking ever
left home without his favorite weapons-
his double-edged iron sword, or his
broad-edged battle-ax. He may also have
owned a spear and a bow and arrows,
which he could use for hunting, as well
as fighting.
The Vikings cherished their weapons.
They gave them magnificent names and
decorated them with precious metals.
The blacksmiths who made and repaired
many of these iron weapons, as well as all
the farm tools, were highly regarded by
everyone.
The most important defensive weapons
the Vikingshad were their shields.
Round, slightly curved and made of
wood, each shield had an iron "boss" in
the center to protect its owner's hand.
Those who could afford it also wore a
coat of iron mail over their clothes, and a
leather or metal helmet.
NATIVE AMERICAN UNIT
The (Pre-Columbus) Peoples of North America
Grade Level: Fifth
Unit Topic: Native Americans of North America
Discipline: Geography
Key Concepts: Location, Environmental perception
Key Generalizations:
Various geographical features will help identify particular places on the earth's surfaces.
(location)
Groups of people view the environment differently, depending upon the value or worth they place
upon its use. (environmental perception)
Subideas:
There were hundreds of groups of Native American peoples scattered across America, each with
their own distinctive name, language and customs. (location)
The Native Americans lived according to the environmental resources (mountains, rivers, buffalo,
trees, agriculture) available to them. (environmental perception)
Objectives:
1. Students will be able to work together on a small group collaborative research project on one of
various Native American tribes, each in a different region of North America. The geographical
areas spanned will be one of five major areas: Native Americans of the North and Northeast,
Southeast, Plains, Southwest, Northwest. This research will be presented to the class in the form
of a report, complete with visual aids.
2. Students will be able to cite background information, geographical location, living patterns,
customs, traditions, symbols, food, warfare, sign language, decoration, and anything else which is
interesting and informational about their particular tribe which distinguishes it from another tribe.
3. Students will discuss what role geography plays in the way of life of their particular tribe.
4. Students will understand the environmental perception of their particular tribe and be able to
contrast these beliefs with current beliefs.
Initiation Activities:
* Students will be asked to create a semantic web of the information they know about the Native
Americans in the Pre-Colombian era. (obj.1-4)
* Students will read Indians of the Plains by Ruth Thompson. Students will brainstorm and
discuss the impact of geography on the Plains Peoples way of life, and their environmental
perception.(obj.3)
Developmental Activities:
* Students will begin research on their particular tribe in small groups by choosing one of the five
major geographical areas of Native American tribes in North America. Students will be given time
in class to go to the library and gather materials. Students must have at least three sources - one
book, one encyclopedia reference, and one other source (magazine, journal, newspaper, etc.)
(obj.l)
* Students will read the book, The Buffalo Hunt, by Russell Freedman. The students will have
their own copy of the book, unless there is a lack of resources, in which case the teacher may read
the book to the class, showing the illustrations and engaging students in discussion questions about
the book, and how the Indians viewed the buffalo and their surrounding environment. (obj.3, 4)
* Students will listen to the book, Mr. Tucket, by Gary Paulsen during daily reading time. This
will take a couple of weeks to finish reading. Students will discuss in small groups how they see
the concepts of location and environmental perception as being significant in the story. Students
will then record their thoughts and submit it as part of their portfolio. (obj. 3,4)
Evaluation Activities:
* Students will draw and color a map of the geographical features surrounding their particular
tribe. Students will use these maps as (a) visual aides) of their research presentation to the class.
(obj.l,2)
* Students will create games or crafts of their choosing which correlate with their tribe. These
games or crafts will also be used in the final class presentation. (obj.2)
Culmination Activities:
* Students will listen to examples of Native American poetry in Dancing teepees: Poems of
American Indian Youth. Students will create their own poems, imitating the style and content of
the poems in the book. The poems will be collected and published as a class poetry book. Copies
of each student's poem will be put in the student's portfolio. (obj.2)
* Students will make Hopi Boiled Corn Cakes to experience some authentic Native American
food, and gain experience in cooperation and following directions. (obj.2,3)
* Students will dye fabric with natural resources as some of the Native Americans of North
America did as a follow-up activity. The students will research the significance of the colors of the
dye to these peoples, and work in small groups as they dye cloth. (obj.2)
Resource Bibliography:
Blood, Charles L. (1981). American Indian games and crafts. illus. by Lisa Ernst. Franklin Watts,
NY.
Freedman, R. (1988). Buffalo hunt. New York: Holiday House.
Sneve, V. (1989). Dancing teepees: Poems of American Indian youth. NY, Holiday House.
Thompson, Ruth. (1991). Indians of the plains. Franklin Watts, NY.
Paulsen, G. (1994) Mr. Tucket. Delacorte Press: New York.
NATIVE AMERICAN UNIT
The (Pre-Columbus) Peoples of North America
Grade Level: Fifth
Unit Topic: The Native Americans of the Great Plains
Discipline: Anthropology
Key Concepts: Culture, Tradition
Key Generalizations:
Every region has people who share common beliefs and interests. (culture)
Individuals within a region hold common customs which bind them as a people. (tradition)
Subideas:
The Native Americans of the Great Plains had certain common beliefs and practices when
representing triumphs in warfare. (culture)
The Native Americans of the Great Plains passed myths and legends down to one another for
generations as a means of explaining things. (tradition)
Objectives:
l. Students will be able to tell what a myth is.
2. Students will personalize their own "brave feathers" to represent an accomplishment of which
they are proud.
3. Students will become familiar with three different aspects of Native American warfare.
Initiation Activities:
* The students will construct a KWL chart and be asked to brainstorm what they know about
Native American warfare. (obj.3)
* The students will define, in their own words, what a myth is, and cite examples of familiar ones.
(obj.l)
Developmental Activities:
* The students will become familiarized with the different aspects of Native American warfare
through listening to the picture book entitled, The Sioux, and another picture book called Indians of
the Plains. (obj.3)
* The students will read common myths of the Native Americans of the Great Plains from several
different books to become familiar with them and develop an appreciation for them: (obj.l)
Nannabah's Friend, by Mary Perrine.
Where the Buffalo Begin
Dream Wolf by Paul Goble.
Black Star, Bright Dawn by Scott O'Dell.
The Rough-Face- Girl by R. Martin.
Evaluation Activities:
* The students will personalize their own "brave feathers" according to the book, Indians of the
Plains, to represent an accomplishment of which they are proud. Discuss why it may be important
to recognize these accomplishments. (obj.2)
* Students will write a paragraph telling about their feather: the design it has, what it symbolizes,
how they came to choose this particular design, and what accomplishment they are proud of. This
will be put into their portfolio. (obj.2)
* The students will create their own myths to explain things in nature. These will be put into their
portfolio. (obj.l)
Culmination Activities:
Students will take a field trip to a museum to see a Native American exhibit, and be able to identify
various objects of warfare of the Plain Indians. (obj.3)
Students will share their myths with the class and illustrate them by doing a paper/cloth puppet
show. (obj.l)
Resource Bibliography:
Goble, P. (1988). Dream wolf. New York: Bradbury.
Martin, R. (1992). The rough-face girl. (D. Shannon, Illus.). New York: Putman.
O'Dell, S. (1988). Black star, bright dawn. Boston: Houston Mifflin.




Unit Topic: Midwest Regions: Plains Indians
Discipline: Geography
Key Concepts: Location, Environmental Perception
Key Generalizations:
Various geographical features help identify places on the earth's surfaces. (location)
Groups of people view the environment differently, depending upon the value or worth they place
upon its use. (environmental perception)
Subideas:
The Plains Indians are located between the Rocky Mountains, the Mississippi River, the Great
Lakes, and the Gulf of Mexico. (location)
Buffalo herds and geographical features (mountains, rivers, etc.) determine how each of the tribes
of the Plains Indians lived. (environmental perception)
Objectives:
l. Students will be able to locate the tribes of the Plains Indians.
2. Students will understand how geographical features affect the way people live, particularly the
Plains Indians.
3. Students will understand how the movement of the buffalo affects the tribes of the Plains
Indians.
Initiation Activities:
* Students will be asked to create a semantic web about any information they know about the
Plains Indians. (obj.1-3)
* Students will draw and color a map with geographical features of their neighborhood or a
familiar area. (obj.2)
Developmental Activities:
* Read the book, The Buffalo Hunt, by Russell Freedman to the class. Discuss with students how
location of the buffalo played a role in the way of the Plains Indians. Discuss what the
environmental perception of the Plains Indians was. (obj.3)
* Students will divide into three small groups, and working cooperatively, each group build one of
three kinds ofhouses/dwellings of the Plains Indians. (obj.2)
* Students will locate the Plains Indians by researching in books provided by the teacher which
will be kept in the classroom, and color in this area on a blank map of the pre-United States.
(obj.l)
Evaluation Activities:
* Read the book, Mr. Tucket, by Gary Paulsen aloud in daily reading time to the class. Discuss
location and environmental perception and have students write one page about how they see these
two concepts interplay within the context of the book. This page will be put into their portfolio.
(obj.2)
Culmination Activities:
* Students will crate a diorama of a tribal scene which depicts the lifestyle of the tribes of the
Plains Indians and how the tribe was affected by the movement of the buffalo. With the diorama,
students will present a report in a narrative form about their diorama and the tribe. The report will
be part of the students' portfolio. (obj.2,3)
Resource Bibliography:
Freedman, Russel. Buffalo Hunt. Holiday House: NY, 1988.
Landau, Elaine. The Sioux. Franklin Watts: NY, 1989.
McCall, Barbara A. The Cherokee. Rourke Publications: Florida. 1989.
Osinski, Alice. The Chippewa. Children's Press: Chicago. 1987.
Paulsen, Gary. Mr. Tucket. Delacorte Press: New York. 1994.
Rachlis, Eugene. Indians of the Plains. American Heritage Pub.: NY, 1960.




Unit Topic: Midwest Regions, Plains Indians
Discipline: Economics
Key Concepts: Voluntary Exchange, Scarcity
Key Generalizations:
Individual producers of goods and services exchange with others to get the goods and services they
need to satisfy their basic wants. (voluntary exchange)
A conflict between unlimited wants and limited resources creates the need for decision making.
(scarcity)
Subideas:
The Sioux hunted and brought animal hides in exchange for whiskey and guns. (voluntary
exchange)
The Indians wanted to hunt buffalo, but the settlers killed them for game and the buffalo became
scarce. (scarcity)
Objectives:
I. Students will be able to list three goods the Sioux exchanged to the settlers and three goods they
received.
2. Students will be able to list examples and non-examples of scarcity.
3. Students will become familiar with the Sioux way of life.
Initiation Activities:
* K-W-L Chart. Students will brainstorm for ideas and knowledge about Plains Indians. Students
will tell what they know, want to know, and later, what they have learned. Written on butcher
paper and conducted as a class discussion. (obj.3)
* The teacher will read, Indians of the Plains to the class. The teacher will write the following
headings on the chalkboard: food, clothing, shelter and tools. Students will work in small groups to
list how the buffalo was used to provide each of these things for the Sioux. Then students will list
their own sources of food, clothing, shelter and tools. Contrast the lists. (obj.l)
Developmental Activities:
* Students will discuss the meaning of scarcity and how the Sioux utilized the buffalo in many
different ways. Students will list foods that are native to America such as com, tomatoes, beans,
and potatoes; then identify the foods we eat today that stem from those foods. (obj.2)
* Students will have index cards with goods such as: buffalo hid, com, guns, horses, or beads.
Each group of students will also have one good that their tribe is in need of. The groups will
travel to other groups in hopes of trading their goods for the goods they need. (obj.I,2)
Evaluation Activities:
* Divide students into small groups. Ask students to imagine they are members of the Sioux tribe.
There has been a drought in the area, and food supplies are scarce. Have groups come to a
consensus and report their solutions to the class. A copy of these decision-making reports will go
into each group of students' portfolio. (obj.l ,2)
Culmination Activities:
* Students will work in small groups to prepare skits in which they role-play different aspects of
the Sioux way of life, such as hunting buffaloes, putting up a tipi, preparing foods, curing buffalo
hides, and drying buffalo meat. Encourage students to use the additional research and make their
skits as accurate as possible. (obj.3)
* Invite Native American speakers from the community to speak in the classroom. If not, ask
students who have seen Native American exhibits to share their experiences with the class. If
possible, arrange a class trip to a museum exhibit of Native American cultures. (obj.3)
Resource Bibliography:
Andrews, Elaine. Indians of the Plains. "The First Americans" series. Facts on File, 1992.
Blood, Charles L. American Indian Games and Crafts. (illus. Lisa Ernst). Franklin Watts. New
York, 1981.
Engel, Lorenz. Among the Plains Indians. Lerner Publications, Minneapolis, MN. 1981.
Fichter, George S. How the Plains Indians Lived. David McKay Co. Inc. NY, 1980.
Gridley, Marion E. American Indian Tribes. Dodd, Mead, and Co. NY, 1974.
Goble, Paul.
Dream Wolf. Bradbury Press. NY, 1990.
The Gift of the Sacred Dog. Bradbury Press. Scarsdale, NY, 1980.
Haslam, Andrew and Alexandra Parsons. North American Indians - Make it Work! A hands-on
approach to history. Thompson Learning, 1995.
Hofsinde, Robert. Indian Picture Writing. William Morrow and Co. NY, 1959.
Lavine, Sigmund A. The Games the Indians Played. Dodd, Mead and Co. NY, 1974.
Martin, Rafe. The Rough Face Girl. G.P.Putnam's Sons. NY, 1992.
Powers, William K. Indians of Northern Plains. G.P.Putnam's Sons. NY, 1969.
Waldman, Carl. Encyclopedia of Native American Tribes. (illus. Molly Braun). Facts on File
Publications, NY, 1988.
Video series:





Unit Topic: Plains Indians
Discipline: Sociology
Key Concepts: Socialization, Values
Key Generalizations:
Communication is basic to culture and group existence. Every type of communication involves
symbolism of varying meanings. (socialization)
All cultures have a set of values to which the group attaches a high worth or regard. (values)
Subideas:
Picture symbols were used by the Plains Indians as a written language. Hand signs were also used
to communicate. (socialization)
Because of their close ties to nature, Plains Indians believed that the earth and all of its creatures
were sacred. (values)
Objectives:
1. The students will be able to demonstrate communication with each other using picture symbols
and hand signs.
2. The students will be able to identify the Plains Indians value of respect of all nature and
compare it to the value held by their own culture.
Initiation Activities:
* Read Dream Wolfandlor The Gift of the Sacred Dog by Paul Goble to the students. Discuss
how the Plains Indians felt about the animals in the story. Point out the illustrations' symbolic
nature and the decorations used on clothing, tipis, etc. Ask students to give examples of other
symbols they have seen that communicate a word of message (crosswalk signs, logos, etc.) (obj.l)
* Make a K-W-L chart of what the students know and want to know about the Plains Indians'
forms of communication and another one about their values. (obj.l,2)
Developmental Activities:
* Put up a chart of Indian picture symbols and ask students to guess what they mean. Describe
each one and its meaning for them. Make sure that students notice that the pictures are of the
natural things that make up Indian life: buffalo, birds, sun, moon, etc. Explain that the Plains
Indians had no common language, oral or written, so they relied on hand signs and picture writing
to communicate between tribes. We will learn some of each. (obj.l)
* Give students a copy of a letter you have written using Indian picture symbols and have them
decipher it. Have them practice drawing the picture symbols by writing their own letter. (obj.l)
Evaluation Activities:
* Students will demonstrate the ability to identify the Plains Indians value of respect of all nature
by reading a Native American story book of their choice, and writing an analysis of the book with
respect to nature and the attitude taken by the people of the book. (obj.2)
* Students will then compare the attitudes found in their story book with the values held by their
own culture regarding nature. This total analysis will be part of the students' portfolio. (obj.2)
Culmination Activities:
* The class will be divided into halves. One halfwill be an Indian tribe of their choice. The other
half will be a different Indian tribe. The two groups will be given index cards on which are written
certain situations. Lack of food, shortage of buffalo, drought, attack by another tribe, disease,
desire to trade, desire to visit, celebration, etc. The two groups of students will need to
communicate requests and responses appropriately and participate actively at least once. (obj.l)
* The class will celebrate the culmination of the entire Native American Indian unit by putting
together an informative synopsis of Native Americans, about 30 minutes in length, for the rest of
the school. Depending on time and resources, this could be done as a production including
costumes, food, weapons, artifacts, etc. The class will also prepare a small reception with Native
American refreshments, each made by a small group of students working cooperatively, labeled
with a card telling what it is and a bit of history. The school and parents will be invited to attend
the production and the reception afterwards. Parent helpers and volunteers will be needed.
Resource Bibliography:
Andrews, Elaine. Indians of the Plains. "The First Americans" series. Facts on File, 1992.
Blood, Charles L. American Indian Games and Crafts. (illus. Lisa Ernst). Franklin Watts. New
York,1981.
Engel, Lorenz. Among the Plains Indians. Lerner Publications, Minneapolis, MN. 1981.
Fichter, George S. How the Plains Indians Lived. David McKay Co. Inc. NY, 1980.
Gridley, Marion E. American Indian Tribes. Dodd, Mead, and Co. NY, 1974.
Goble, Paul.
Dream Wolf. Bradbury Press. NY, 1990.
The Gift of the Sacred Dog. Bradbury Press. Scarsdale, NY, 1980.
Haslam, Andrew and Alexandra Parsons. North American Indians - Make it Work! A hands-on
approach to history. Thompson Learning, 1995.
Hofsinde, Robert. Indian Picture Writing. William Morrow and Co. NY, 1959.
Lavine, Sigmund A. The Games the Indians Played. Dodd, Mead and Co. NY, 1974.
Martin, Rafe. The Rough Face Girl. G.P.Putnam's Sons. NY, 1992.
Powers, William K. Indians of Northern Plains. G.P.Putnam's Sons. NY, 1969.
Waldman, Carl. Encyclopedia of Native American Tribes. (illus. Molly Braun). Facts on File
Publications, NY, 1988.
Video series:
"Indians of North America". Video Collection I & II. Schlessinger Video Productions.
1995.
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Some Native American Tribes and
Where They Lived, Around 1650
Native Americans of the North and Northeast
(Connecticut, Delaware, Illinois, Maine, Massachusetts,























Native Americans of the Southeast
(Alabama, Florida, Georgia, Louisiana, Mississippi, North
Carolina, Tennessee, and Virginia)





Native Americans of the Plains
(Colorado, the Dakotas, Iowa, Kansas, Minnesota, Montana,
Nebraska, Oklahoma, Texas, and Wyoming)
Arapaho Comanche Nez Perce Sioux (Dakota)
Arikara Cree Omaha Ute
Brea Crow Osage Wichita
Blackfoot Iowa Oto
Caddo Mandan Pawnee
Cheyenne Missouri Shoshone pacific Ocean
Native Americans of the Southwest
(Arizona, California, Nevada, New Mexico,








Native Americans of the Northwest
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Clothing _
Although many people think of traditional
North American Indian dress as fringed
tunics, feather headdresses, and braided
hair, this is not what everyone wore. Tunics
were worn by some Plains tribes. The
clothes people wore depended on where
and how they lived, as with everything in
American Indian life. Tribes in northern
and eastern areas needed warm clothing.
Many western and southern tribes wore
little clothing, decorating their bodies
instead with tattoos. Hunting tribes made
clothing from animal hides and fur, while
gatherers and farmers used plant fibers.
1WARBONNETS were made from
the tail feathers of the golden
eagle. Warriors proved their
bravery by collecting feathers
from the fierce, powerful
birds. They cut and
colored them in




6 Wolf Robe, of the Southern Cheyenne tribe, is
wearingftathers from the golden eagle. This photograph
was taken in 1909.
wearer
wounded






enemy 5 throat enemy
You will need: canvas or other
plain fabric. 12-15 feathers. tape.
colored ribbons. paint. paintbrush.
scissors. Velcro. glue
1 Paint the tips of the feathers and
wrap tape around the quills.
2 Cut a canvas strip long enough
to fit around your head with some
overlap and twice as wide as the
headband will be. Turn in and glue
the edges. then fold the strip in
half lengthwise. Mark and paint
a design on it. as shown.
3 Glue inside the folded strip.
leaving small. evenly spaced
pockets for the feathers. Glue a
feather into each pocket. Decorate
the headdress with colored
streamers made from the ribbons.
- - -- .. ..- "'......-... ~.-~ .....-.. ,
10 Clothing
1THE MEN OF THE GREAT PLAINS wore only
a piece of soft buckskin passed between their legs
and tied with a belt. In winter, when the weather
was fiercely cold, they added fitted, thigh-length
leggings and a knee-length tunic.
A WOMEN'S LEGGINGS were held up with
garters just below the knee. Dresses were often
made of two deer skins sewn together, with the
animals' legs making natural sleeves. In the chillier
north, both men and women wore robes made of
softened butTalo skin with the hair left on.
1CHILDREN wore nothing in the summer
and child-sized versions of adult clothes in winter.
Tunics, leggings, and dresses were often decorated
with quillwork or beaded embroidery.
You will need: burlap or similar
fabric, long ruler, felt-tip pens,
scissors, glue gun or stapler, paints,
chamois leather or duster, beads
1 To make the leggings, fold fabric
in half to make a double thickness.
Measure and mark the trouser
shape, as shown, using a long
ruler or a straight piece of wood.
2 Cut through the two thicknesses
of fabric. Glue or staple the seams
(or sew them), adding strips of
frayed fabric to the outer seams j
to look like fringes.
3 Paint designs directly onto
the fabric, then glue or sew on a
triangular piece of chamois leather
or scrap of leftover fabric. This
represents the buckskin loincloth.
!J. Ute warriors like this man (right) wore magnificent
breastplates oj bone, porcupine quills, and shells and
decorated themselves with body paint.
!::. Clothes with a lot oj headwork were very heavy
and were usually worn just for special occasions.
1ANIMAL SKINS used for clothes had to be softened.
This skilled work was done by women, who rubbed
the skin with a mixture of animal brains, liver, ashes,
and fat. They soaked it in water and pulled, stretched,
or even chewed the leather until it became soft
buckskin. Clothes made from skins were dry-cleaned
by rubbing them in clay and chalk to absorb the dirt.
l, MAKE A PAIR OF MOCCASINS _ II
You will need: burlap or similar
fabric, cardboard, felt-tip pens,
paints, thin string, a darning
needle, scissors
4 To make the tunic, fold a long
piece of fabric to make a double
thickness, with the fold at the top.
Measure and mark the shape, as
shown, then cut it out through
both thicknesses of fabric. Cut a
neck hole at the top. Glue, staple,
or sew the seams, as before.
1 Cut out the shape of each
of your feet from cardboard.
Use the cardboard soles
as a guide to cut larger,
irregular-shaped pieces as shown,
then cut a toepiece and a thin strip.
2 Fold, and use string to sew the
fabric around the cardboard soles,
folding in the wings. Use the strip
to join the two pieces at the heel.
5 Decorate your tunic with patterns,
using paints or felt-tip pens. Add
fringes, beads, or feathers. You will
find suggestions for designs and
colors on pages 36-37.
6 To make a woman's outfit, make
a long tunic (see photo on page 13).
3 Decorate the "
toe piece with paint
or felt-tip pens.
4 Sew the toe piece into
position with string, as shown.
Finish off your moccasins by
stitching around the top edge,
starting and finishing at the heel
end. Then you can adjust the
fit by tightening the string.
l, MOCCASINS were made in various styles
for different uses. Some were low cut and
others came almost to the knee. Work shoes
had hard rawhide soles, while shoes worn at
home were soft-soled. Moccasins helped
protect people's feet from sharp stones, spiky
plants, poisonous snakes, and stinging insects.
I> Plains warriors
carried spears and hide
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j
J .••An eagle-feather wtlr bonnet,
," was only worn by a tribe's frnest
worrior. Each feather stood for a
brave tribal or individual war
deed.
Magic charms, called medicine
bundles, were also carried for
protection. Cut an enemy's
throat Killed an enemy
Killed an enemy




4 Other warriors wore feathers in
r hair to show how brave
tney had been in battle.
Feathers were colored or cut in
particular ways to represent
different daring deeds. ~ -~---=-=--~
Third coup Fourth coup
••• A coup stick used for touching
enemies. It was also a coup to
snatch an enemy's weapon or
shield and escape unharmed.
23
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1WINTER COUNTS recorded the passing years
by focusing on particularly important events that
everybody in the group remembered.
These might include an outbreak of illness or the
sighting of a spectacular comet. Plains peoples
painted their winter counts on buffalo hides.
1 MAKE YOUR OWN WINTER COUNT ...:..- _
You will need: paints, paintbrush,
pencil, plain fabric
(about 24'x24")
1 Cut the fabric to the
shape of a buffalo
hide, as shown.
Paint it off-white,
to look like hide.
\
.t',
2 Make up your own symbols to
remind you of important events.
Choose one for each week to sum
up the main event of that week,
such as playing a sport, getting
measles, or having a birthday.
3 Paint your symbols on the
canvas, starting at the center
of a spiral as shown.
Pictographs used by the Dakota Sioux Indians:
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Communication
1PLAINS SIGN LANGUAGE -------------------As recently as 200 years ago, there
were over 300 languages spoken in
North America. None of these had
any links to languages that were
spoken in Europe, Asia, or Africa.
Families belonging to the same tribe
did not necessarily speak the same
language, and people who did share a
language were often spread over a
wide area, because of trade and mobile
ways of life. So Indians developed sign
language to help them communicate
with their neighbors. It allowed them
to express emotions and feelings, as
well as warnings and signals.
SIGN LANGUAGE used by North American
Indians was made up of a mixture of mime
and signaling, based on actions and shapes of
things rather than on sounds. When Plains
Indians visited Europe in the last century,
they found they could communicate easily
and naturally with deaf people.
EARLY EUROPEAN EXPLORERS and settlers
tried to write down the sounds of Indian
words, but some just could not be accurately
conveyed using our alphabet. Some Indian































Indian - rub back
of hand twice
Cheyenne - chop
at lift index finger
Comanche - imitate
motion of snake
Crow - hold fist to Osage - move hands Pawnee - make V
forehead, palm down down back if head sign and extend hand
Nez Perce - move Sioux - drag hand
finger under nose across neck
alone - right hand
to the right
buffalo cannot - move finger horse
along palm and down




The Plains tribes all spoke different languages. However, they could communicate
with one another by using hand signs, rather like deaf people do. Learn some of these
signs and see if you can have a conversation with a friend. You might like to invent




How many? Thank you
Hungry Crazy
No ••Big'<,
• See .,- Eat• •• -.-..
26
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When hunters went out for several days
they sometimes left a trail for others to
follow. They used whatever natural
materials they found along the way, such
as grass, twigs or stones.
~ Make a trail, using these signs, in
your local park or woods and see if
other people can follow it
27
The unseen spirit world was very real to
North American Indians. They believed
that the natural world and the spirit world
were joined together on Earth. Everything
in their lives - the rising of the sun in
the morning, people's success at hunting,
and the health of their children - was
controlled by major and minor gods and
spirits. They recognized the power of these
spirits in everything they did and said.
• THREE WORLDS made up the universe,
according to Southeastern tribes. They believed
that an Upper World, a Lower World, and This
World were separate but linked. This World, in
which man, plants, and most animals lived, was a
round island resting on water. It hung from the sky
on four cords attached at the north, south, west,
and east. The Upper World was pure, perfect, and
predictable; the Lower World was full of chaos
and change. This World was balanced between
the two. Spirits moved freely between the Worlds,
and people had the privilege of helping the spirits
keep the Worlds in balance.
'- MAKE A SPIRIT MASK _
2 Tape the forehead to the mask,
using crumpled paper to fill it and build
the forehead out. Make eye sockets
from rings of folded paper. Cut
cardboard ears and tape into place.
You will need: cardboard, masking
tape, newspapers, papier-mache,
paint, raffia, elastic, glue, Velcro
1 Cut basic shapes for the mask
and forehead from cardboard. Make
a nose and brows from crumpled
paper and tape into place.
4 Paint the mask white, then add
your design in color. Glue on raffia
for the hair.
3 Paste strips of paper over the
shapes. Allow to dry.
5 Use cardboard, crumpled paper,
and papier-mache to build different
mouth shapes. Attach them to
the basic mask with Velcro dots.
The Kwakiutl made masks of the spirit Echo with a dlfferent mouth for each creature they believed he could imitate.
basic mask
., the spirit
" of Echo itself
an eagle
or a raven a iJear
--~~,~.,!!!!!!$,------------J
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54 Religion
RITES OF PASSAGE are rituals that mark
the important stages in a person's life. For
example, many people mark the birth of a
child with a naming ceremony, a marriage
with a wedding ceremony, and a death with
a funeral. For most early civilizations, the
most important ceremony of all was the
celebration of puberty, which is the time
when a child becomes an adult. For North
American Indians, this meant that young
people no longer needed to be protected
and could contribute fully to their group .
.1 A BABY WAS NAMED a few days after
it was born. A respected warrior would be
paid, usually in horses, to name the baby.
The child's given name often reflected some
glorious action in the warrior's past, but
it would be changed when the child made
a mark for itself and earned its own name.
lJ. Southwestern Hopi Indians wore kachina masks when
they peiformed certain festive dances.
fi\ MAKE A KACHINA DOLL _
You will need: Styrofoam block
(12"x3"x1 "l, acrylic paints, colored
yarn, fine sandpaper, craft knife, raffia
1 Draw an outline on the Styrofoam.
2 Carve out the shape carefully with
a craft knife, as shown. When the
basic shape is cut, use sandpaper
to smooth and round off the edges.
3 Paint a face and clothes on your
doll, and add your own designs.
Decorate waist and wrists with
raffia and colored yarn.
fi\ BECOMING AN ADULTwas tough. Boys as
young as 10 would have to prove that they were
made of strong stuff. In the Yuma tribe, boys had
to run 10 to 15 miles a day for four days, with
no sleep or food. Girls had to lie still, face down,
on a bed of warm sand for four days while
friends and relatives made long speeches.
fi\ MARRIAGE was mostly a free choice. Among
Pueblo Indians, the bridegroom moved in with
his wife's family, but he could be sent home to his
family if things did not work out. Husbands and
wives were expected to be faithful while their
marriages lasted. Bridegrooms were expected to
weave their brides' wedding clothes.
SMOKING THE PIPE OF PRAYER was one of the most important rites.
People smoked a mixture of tobacco and sweet-smelling herbs in a
ceremonial pipe. They believed that the smoke was the very breath of





fi\ THE KACHINAS brought help from the spirits, who
were everywhere and in everything, controlling every part
of Pueblo Indian life. The spirit world and the real world
could not be separated. People wore kachina masks in
their ceremonies, to represent the spirits.
Children were given kachina dolls to
help them understand the spirit
world and identify kachinas.
Eototo, chi~f
of the leachinas
AT THE END of their lives, North American
Indians generally accepted death with little fuss, however it
came. As it drew near, people sang their own personal death
song, which they had rehearsed throughout their lives. The
dead were usually cremated or buried in simple, shallow graves
or on scaffolds, so they eventually blended back into the earth.
Most tribes believed in a happy afterlife where the sun shone,
crops ripened, and hunting grounds teemed with animals.
r ~ "";;•..•1'1';!;:~)4 7>~- -~


























The Shakers called themselves "The
Believers," which was short for the
"United Society of Believers in
Christ's Second Appearing." It was
only outsiders who called the sect
"Shakers" owing to the Shakers' un-
inhibited styleof worship. The Shak-
ers, l~ly shook in ecstasy while
"lifting their hearts and hands to
God" at Sunday meetings. Hard work
was another form of Shaker worship
and prayer, and it was to be practiced
to perfection.
The Shakers were some of the
best inventors of their time. Credited
to them is the flat broom, which was a
much better cleaner than the round
one which preceded it. The Shakers
even cultivated a new species of com
to provide a stronger, more resilient
broom bristle. The Shakers discovered
ways to breed superior cattle. They
were the first to supply packaged gar-
den seed, and in the process they in-
vented a "printing box" to produce
seed labels. A Shaker invented the
circular saw blade, which soon revolu-
tionized lumber cutting. The Shakers
were also inventors of the common
clothespin, cut nails, condensed milk,
the boat propeller, and an automatic
pea sheller.
But the Shakers are probably
best remembered for their furniture
" ~signs. Not only did they invent new
~.' -types of furniture-including the re-
volving chair, fold-up beds, and swiv-
el stools-but the style of their furni-
ture was unique, pleasing, and func-
tional. Other craftsmen in America
were greatly influenced by the designs
of the Old World, but the Shaker de-
signs were completely their own in-
GREAT PLAINS
INDIAN TEPEE
The American Indian tepee (the
word means "for living in" and the
Indians spell it "tipi") is one of the
best and most practical homes ever
invented. It is roomy and well ven-
tilated, warm in winter, cool in
summer. It is easy to build-one
THE SHAKERS
vention. The Shakers produced furni-
ture for their own use, but their de-
signs were so successful that others
copied them. The new style was soon
offered as "Shaker furniture."
Shaker furniture was com-
pletely free of decoration, and the de-
signs always used the minimum
amount of material. It was believed by
the Shakers that the appearance of an
object should reflect its function. A
Shaker chair was vety sturdy though it
weighed little. When not in use" all
the chairs in a Shaker home were hung
on wall pegs so the room could be eas-
ily cleaned or cleared for religious
gatherings and ritual dances.
person can do the job-and easy to
move. The tepee's conical shape
makes it structurally sound in high
winds and heavy rains.
Not all Indians lived in tepees.
They were invented by the Indians
of the Great Plains, and did not
come into being until the beginning
of the eighteenth century. Before
that time the Plains Indians were a
non-migrant farming people who
lived in huts. When they became
Today only a few elderly mem-
bers of the lilbaker sect remain, but
Shaker furniture is still being made. It
is considered a true American style,
and appreciated for its clean lines and
usefulness.
..
hunters of the buffalo-after guns
and horses had become a part of
their lives-the movable tepee was
born.
AGreat Plains claSsic
The classic tepee-a cone-shaped
tent made of long thin poles with a
buffalo-hide covering-was a sim-
ple but sophisticated structure. To
make it, poles were cut from tall,
straight trees or branches; the bark
---------------------------------------------------------------------
; American Homes
as stripped from the wood, and
ds of the "sticks" pointed to
lake them hold in the ground. The
oles were then carefully dried so
ley would not bend and cause the
.pee to sag. The basic design
tilized three poles, but some In-
ians used more, as many as thirty
ales in a single structure.
To pitch the tepee, a high piece
f level ground was found and
leared of stones, roots, and brush.
, ditch was dug around the site
own to the lowest ground level to
rain off rainwater. The three fat-
.st poles were set up iI1tripod fash-
)0, and wrapped together with
ord where they crossed. Addi-
onal poles were added to make the
tructure more secure.
)~essingthe poles
"he tepee covering was pre-cut,
rom several buffalo hides; wooden
legs or pins were made for fasten-
ng closing flaps, and attaching the
.over to the ground. The cover was
vrapped around the frame and
aced tight so that it fit snugly- The
100r opening was arranged to face
.ast to get the morning sun and pro-
ect against the prevailing westerly
NIl (In -many -tepee designs
here were two additional poles
nitside that held and adjusted the
smoke flaps.) The Indians made
sure to leave a "smoke hole" at the
top of the tepee for venting the in-
side fire. The hole was covered
with a-flap to regulate the fire,
. which would also cover the hole in
rainy weather.
Tepee secrets revealed
The secret of a tepee, however, is
its inner lining. Decorated cloth
was cut to fit around the inside of
the poles. The air space between
the outside cover and the inside lin-
ing created an insulation that made
the tepee comfortable all year
around. The lining also kept rain-
water from dripping off the poles '
and onto occupants; at night it pro-
vided privacy by preventing
shadows from being cast on the
cover by the fire.
~Everything inside the tepee was
made to be easily carried. The
"floor" was a waterproof ground
cloth that was easily picked up. In
many tepees, beds were just buffalo
hides laid out on the floor at night
and rolled up for storage during the
day. For sitting in the tepee the In-
dians used "lean backs" made
frern a tripod of sticks and covered
by a'woven mat, or a buffalo skin, '
with part of the mat on the grou~,"
as a seat. Many of the Indian~ ,
belongings-his food, clothing,
and tools-were kept in a suitcase
called a parfleche. These suitcases
were always made in pairs so they
could be hung over a horse like
saddle bags for traveling.
Tepee etiquette
In Indian culture it was the women
who built the tepee and its furnish-
ings. Women also selected the site,
decorated the interior, and were in
charge of what went on on the in-
side. Sometimes men would deco-
rate the outer covering and inner
lining with colorful pictures of
animals, but it was primarily the
man's job to hunt and be the war-
rior. The' sigh of a well-kept tepee
was straight poles. Gro~d or
poorly made poles gave a w6man a
"bad reputation." Indian children '
were taught by their mothers to
make small play tepees for "play-
ing house," and sometimes tepee
dog houses were built for the fami-
ly's pets.
There was a code of etiquette for
.those visiting another's" t~~e. If
the door-a flap of hide-was



















door flap was closed, you had to
callout for permission to enter and
wait for an invitation. Two sticks
crossed against the flap meant the
owners were away or didn't want
company. Men sat on the north side
inside; women on the south side.
Men sat cross-legged and women
sat either on their knees or with
their legs folded to the side.
When entering a tepee it was
proper to walk behind not in front
of a seated person. When invited to
eat, a guest was expected to bring
his own dish and utensils. Guests
were expected to eat everything
served them, or ask another to eat
the remaining food, or take it home
with them. A pipe that was smoked
inside the tepee was always passed
to the left, with the pipe stem point-
ing to the left, and when the host
decided to clean the pipe, it was a
signal that the visit was over and




With an old bed sheet and news-
paper tubes you can build a small
one or two kid-sized play tepee.
The design is not elaborate or as
functional as a true Indian tepee,
but the feeling of being inside a









felt-tipped markers or crayons
1. Find an old bedsheet that
no one minds having





.it flat on the floor. Make a large
T compass by tying a length of
rh'6 to a felt-tipped marker or
·ayon. Hold the marker at one
orner of the sheet, A in Fig. 22,
id have a friend hold the string
ut at the center of a long end of
Ie sheet, B. Draw a semicircle on











2. Make five newspaper tubes
ich about one foot longer than the
.dius of the circle, the distance be-
veen A and B in Fig. 22. To make
iper tubes, see the instruc-
ons for making a four-poster
inopy bed in this chapter.
3. Gather the five tubes and tie
em together loosely with several
raps of string, about one foot
rwn from the top, Fig. 23.
4. Spread the tubes at one end
make them stand, Fig. 24.
5. Cover the tepee frame with
e cut sheet by placing the center
, the. sheet's straight edge (B in
19.22) at the point where the tubes
'e. tied, and then wrapping -the
ieet around' the frame, Fig. 24. ,
6~ Where the sheet comes to-
sther, fasten the upper two-thirds




third should be left open for an en-
trance, Fig. 25.
7. Spread the poles out more
until the sheet fits taut. Before or
after you fit the sheet, you may
decorate it with Indian designs
using felt-tipped markers or
crayons. Copy some 'of 'the exam-



































(Sand Painting Without Sand
Corn Harvest Figure
You will need:
1 piece of tan sandpaper 12" x 12"
(30.5 cm x 30.5 cm)
soft pencil
salt, pepper, and paprika
can of clear spray varnish
Draw the design lightly on the
sandpaper with the soft pencil.
Keep the sandpaper on a very
flat surface. Fill in the design
with salt, pepper, and paprika.
Make a small cone so you can
sprinkle the salt, pepper, and
paprika easily.
Put the background in first, then
the figure. Use the cone to
make an outline for your figure.
Hold the spray can about 10"
(25 cm) above the finished
painting. Ask an adult to help
you. Spray and let it dry. Spray
again, let dry, and spray again.
Be sure no salt, pepper, or
paprika can come loose.
= =
Messenger to the Gods
II
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/,~: 1 large piece of
cardboard or plain
cloth
I Cut one piece of paper into sixteen pieces the same _
shape and size.
Cut another piece of paper into sixteen pieces the •
same shape and size.
Cut a third piece of paper into strips V2" (1.32 cm) wide.
Cut a fourth piece of paper into strips Y2" (1.32 cm)
wide. Ir-e- ~--l
Cut a fifth piece of paper into pieces this shape: r
Glue or paste the pieces on the cardboard or cloth. "..
Make your own design if you want to. Let it dry and
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28 Food
i
~ RICH SOIL meant good
crops, and Indian farmers believed
in putting something back into the
earth in thanks for what came out.
The Iroquois, for example, put
herring into the ground before
they sowed corn. The
nutrients in the fish
made the soil
much richer.
THE THREE MAIN FOOD CROPS grown by North
American Indians were corn, beans, and squash.
Farmers used tools made of wood or bone.
















or squatting on the ground.
Men ate first, and women and children ate
what was left. Children were told that if they
did not thank their parents for each meal, they
would be punished with a stomachache.
RUBBING STICKS TOGETHER to make a fire took
so long that fires were often left smoldering
all day. Many hunters traveled with a slow-
burning rope so they had a quick way
oflighting a fire when they set up camp.
fi\ MAKE HOPI BOILED CORN CAKES _
You will need: 30 corn husks (the
outer part of a corncob). 1 cup of
cornmeal, half a cup of honey,
blue food coloring (optional)
1With an adult's help, boil the corn
husks until they are soft. Drain them
and let them cool.
2 Put cornmeal in a bowl and, while
stirring, gradually add a cup of boiling
water, until mixture is like thick custard.
3 Stir the honey into the mixture
and add blue coloring if you like.
(The Hopi grew blue corn, so their
corn cakes had a bluish tinge.)
5 Ask an adult to help you
bring water to a boil in a large
saucepan, then carefully put in
the corn cake parcels.4 Open out the corn husks and drop
2 spoonfuls of corn mixture into the
center of about 20 of them. Fold
them neatly into parcels. Shred the
remaining husks and use the shreds
to tie up the parcels.
6 Boil the parcels for 15 to 20
minutes, then take them out with
a slotted spoon. Let them cool
before you unwrap and eat them.
,- -- --- .. ~----- _. --=- .- --'
36 Artwork
TEXTILES have been woven in North America
for two thousand years. Very early cloth was not
woven on a loom. The threads were made by
spinning fibers from plants and animal hair. Then
they were woven together by knitting, crocheting,
plaiting, and twining in many different ways.
THE DYES AND PAINTS used by North
American Indians were made from minerals and
plants. Minerals are found in different colored
soils. Iron in soil gives a range of reds, yellows,
and browns. Soil with copper makes greens and
blues. Graphite makes black; and clay, limestone,
and gypsum make white. Color can also be
taken from plants, berries, roots, moss, and bark.
Boiling or soaking the materials with the plant
changes their color.
DESIGNS AND COLORS had different meanings
for different tribes, and even for individual artists.
Sometimes the artist had a dream that showed him
or her what designs and colors to use. Although it
is difficult to say exactly what particular colors














2 Put the fabric and muslin bundle
into the pan. Cover with water and
ask an adult to help you boil it.
You will need: white cotton fabric,
piece of muslin, string, ingredients
for color (see left), cutting board,
knife, old pan, wooden spoon,
pitcher or bowl, strainer
3 When the fabric has changed
color, let the dye cool and strain it
into the pitcher so you can reuse it.
Female, moon, sky, water,
thunder, sadness
Male, cold, night, disease, death,
underworld
Earth, summer, rain, plants
War, day, blood, wounds, sunset
Winter, death, snow
Day, dawn, sunshine
1 Choose the colors you want
to dye your fabric and prepare the
ingredients. Place them on the
muslin and tie into a bundle with
the string.
4 Let the fabric dry naturally.
Remember that the color will fade
and run if you wash it.
\
Indian Season in American Schools
JACK WEATHERFORD
Inthe fall of each year, just afterschool is back into full swing, In-
dian Season opens throughout the na-
tion's schools. Between Columbus Day
on October 12 and Thanksgiving Day
at the end of November, teachers and
students color pictures of little Spanish
ships sailing the ocean blue, make Pil-
grim hats and Indian feather bonnets
out of construction paper for a quick
class play, and perhaps stack up a few
ears of corn and pumpkins in a corner
of the class. Teachers repeat once again
the stories about Squanto, who taught
the Pilgrims to plant corn and use fish
as fertilizer, or retell the dramatic epi-
sode in which Pocahontas saved the
life of Captain John Smith.
Indian season retains something of
an arts-and-crafts theme, and as the
students get older, this season becomes
less important. Indian season is a col-
orful time for younger students, but
the topics seem to lose importance as
students move toward the bigger issue
in later grades.
As teachers, whether in kindergarten
or college, all of us face a problem dur-
ing Indian season. We have anecdotes
and stories, graphic images and lists of
famous Indians or their crops, but we
do not have a way of integrating In-
dians into the social history of our
world. They seem to be just a passing
phase in early colonial history, a mere
preamble to the important history that
happened later, after the arrival of the
European settlers and immigrants. The
American Indians constitute a colorful
aside, but hardly a major part, of the
great drama of world history.
Contrary to these stereotypes, In-
dians did playa major role in shaping
our modern world. In many regards,
we might say that the Indians" Ameri-
canized" us. Even though the Indians
did not make the European settlers in-
to Indians, they did change their lives
dramatically from what they had been
in Europe (Poatgierter 1981). Two
areas in which they most changed the
settlers were in their diets and in their
forms of government. In both of these
domains, much of what we think of to-
day as so typically American is, in fact,
something that comes to us from the
American Indians.
Native Food and Agriculture
It is the Indian foods that make our
cuisine American. Many of the dishes
that we eat not only have Indian inp
dients but also still have their Indian.
names. These include succotash, chi&,
hominy, barbecue, tamale, and also
jerky. The Indians may not have been
technologically sophisticated warrion
who knew how to make steel swordsor
concoct the gunpowder necessary for
muskets or cannons, and they.may not
have been great sailors who roamed the
world conquering other people'.
homes. Without question, however,
the Indians of the Americas were the
world's greatest farmers (Driver 1969).
Approximately 60 percent of all the
food crops grown in the world todaY
originated with the native farmers of
North and South America.
It is now difficult to imagine hoW
bland the diets of the Old World would
be without these foods. We would Ii\'C
on cabbages, beets, carrots, and a
variety of grains stewed into gruel or
porridge and, for those who could af·
ford it, baked into breads. The Ameri-
can Indian tomato made Italian pastas
and pizzas come alive, just as Ameri-
can Indian paprika added zest to the
stews of central Europe. Chili peppers
JACK WEATHERFORD is an associate
professor in the Anthropology Depart-
ment of Macalester Col/ege in Saint Paul,
Minnesota.












'.made Szechwan food into an interna-
'tional cuisine, and together with cash-
ewsand peanuts, they helped make for
livelier curries in India. The Swiss
found a thousand ways to eat the In-
dian treat of chocolate, and the whole
world found new taste sensations in
,vanilla (Farb and Annelagos 1980).
: The new foods from the American
. Indians not only added spice and varie-
L ty to world's larder but also made pos-
\ siblethe greatest agricultural and dem-
, ographic revolution since the discovery
of farming ten thousand years ago.
~Europe first benefited from the Ameri-
. can largess when the white potato
: spread from its home in Bolivia and
, Peru through Ireland and on across the
European continent to Russia (Rogers
1982). This new miracle tuber pro-
duced more calories and nutrition per
. acre than any form of grain, and it did
,,' so on land so poor that even oats
would not grow (Crosby 1972; Sala-
man 1949). Even though the Europe-
ans never learned to eat maize,. it im-
proved their diet when they fed it to
chickensand pigs, and it thereby great-
ly increased their supply of protein
through eggs and meat.
The agricultural gifts of the Indians
havespread from the settler farmers of
North America to farmers around the
world. Through thousands of years of
carefulbreeding, Indian farmers adapt-
ed corn to some of the coldest, hottest,
wettest, and driest places in America.
Today, corn has a larger growing area
than any other cultivated food in the
world. Whereas the Old World grains
grow only in temperate climates and
, rice grows only in tropical, wet
climates, corn grows virtually any-
wherethat farmers can cultivate crops.
In my research, I have seen corn grow-
.ing on the plains of frigid Russia, in
steamyjungle clearings in the Amazon,
on arid oases around Timbuktu, on the
slopesof the Andes, and in high valleys
of Tibet.
In Asia, the American sweet potato
and maize grew in soils where rice
liould not, and their wide adoption by
Chinesefarmers allowed for the settle-
Illentof whole new areas of that conti-
nent. The oils from sunflowers and
peanuts, as well as the protein from a
wide variety of beans, helped to feed
the growing population and to supply
them with better animal foods.
Even today, when the United States
has an astronomical trade imbalance,
crops of Indian origin still supply some
of our most desired exports. While we
consume a seemingly endless flow of
European and Asian automobiles, tex-
tiles, and electronic gewgaws, the
world is not buying our industrial
products in return. Foreign markets
want our farm produce and its by-
products: corn, corn oil, corn syrup,
cotton, cotton oil, cotton seed, sun-
flower seeds and oil, tobacco, pota-
toes, peanuts, and dozens of other
crops given to us by the American In-
dians.
The economies of many nations now
depend on these American Indian
crops. Just as the United States leads
the world in maize production and cot-
ton production (a major source of oil
and of animal food), the Soviet Union
is the world's largest producer of pota-
toes and sunflowers. China leads in the
production of sweet potatoes, India
leads in peanut production, and the
Ivory Coast is the largest producer of
cacao.
In the five hundred years since the
first Europeans came to America,
many American Indian foods have
spread around the world, but the im-
pact of these foods may have only just
begun. Indians in remote areas of the
Americas still cultivate crops that have
barely made their debut onto the world
stage. The desert maize of the Hopis
may one day help feed the drought-
plagued Sahel of Africa or help Iowa
and Minnesota farmers withstand se-
vere drought. The super-nutritious
quinoa grain of the Incas of the Andes
may one day increase life expectancy in
the harsh environment of the Himalay-
as. Amaranth of the Aztecs in Mexico
may have the potential of feeding
millions on the harsh steppes of Mon-
golia, and who knows what potential
Ojibwa wild rice may have to make the
tundra of Siberia into farmland.
Corn, potatoes, pumpkins, and
cranberries are all easy to visualize be-
cause they are material objects. It be-
comes much more difficult to see the
impact of native Americans in nonma-
terial domains-in the world of ideas.
Even here, however, their impact has
been great, particularly in their influ-
ence on modern ideas of democracy
and federalism.
Our Democratic Debt to tbe
American Indians
The first person to call publiclyfor a
union of the thirteen Americancolonies
was Chief Canassatego, speaking in
1744 to a Pennsylvania assemblynego-
tiating the Treaty of Lancaster. Canas-
satego spoke for the Haudenosaunee,
the Iroquois League, which had grown
weary of negotiating one agreement
with New York and then another with
Pennsylvania and yet another with
New Jersey and with Massachusetts.
Canassatego urged the colonies to
follow the example of the Haudeno-
saunee and unite in a single govern-
ment with one voice. Pennsylvania's
Indian agent, Benjamin Franklin, took
Canassatego's words seriously at the
Albany Congress in 1754 by repeating
the call for union (Johansen 1982).
Before signing the Declaration of In-
dependence, John Hancock penned a
long speech to the Iroquois in whichhe
quoted the advice of Canassatego. A
delegation of colonial officials carried
this speech to the Iroquois nations in
1775 to plead for Iroquois help in the
corning struggle against the British.
As the largest Indian government in
America, the Iroquois held the poten-
tial balance of power between the feud-
ing colonists and King George.
When the delegatesof all the colonies
fmallymet in July In6 in Philadelphia
to proclaim independence, Iroquois
representativesattended the meetingsas
friends and official observers from the
Haudenosaunee. The presenceof these
Indian delegates marked the first recog-
nition of the newly formed United
States by any other government.
After the American colonists won
their freedom, Franklin urged the Con-
stitutional Convention to adopt many





governmental features directly from
the Indians. Franklin and some of the
delegates had intimate acquaintance
with the Iroquois constitution called
the Kayanesha'Kowah, or the Great
Law of Peace (Morgan 1851).One pro-
vision of the Haudenosaunee system
allowed the impeachment of anyone
of the fifty elected sachems by a vote of
the women. No counterpart to this ex-
isted in European law, but the Found-
ing Fathers included the principle of
impeachment in the American Consti-
tution without, however, the Hauden-
osaunee practice of female suffrage.
The Founding Fathers also adopted
aspects of Iroquois federalism. In the
League, the five (later six)member na-
tions exercised equal voices irrespective
of size; this became the founding prin-
ciple for the Continental Congress and
eventually for the United States Sen-
ate. The league also accepted new
members on an equal status with the
old. The Americans copied this tradi-
tion, allowing admission of potential
new states rather than exploiting new
territories as subject colonies (Barreiro
1987;Burton 1986;Wilson 1959).
The Indians of the eastern United
States coast met frequently with the
European settlers in meetings at which
each person had an equal voice in deci-
sions. The colonists had so little expe-
rience with democratic institutions that
when they started using such meetings
themselves, they had to adopt the Al-
gonquin word caucus to designate this
new decision-making procedure. Even-
tually, this grew into a major organiz-
ing factor in the Congress and, even
more important, in local town meet-
ings. The caucus still operates today in
the American convention system to
nominate political candidates, and the
influence of the caucus system has
spread to institutions as diverse as stu-
dent councils, city governments, and
the annual stockholders meetings of
public corporations.
Thomas Jefferson, Charles Thom-
son, Thomas Paine, and John Adams
boasted with pride of the ideas and in-
stitutions that they borrowed from the
American Indians. In recognition of
the uniqueness of American democra-
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cy, the architects of the United States
capitol building fashioned the columns
to resemble stalks of Indian com and
covered the ceiling with tobacco leaves
and flowers.
As the United States moved toward
civilwar in the nineteenth century, this
pride in Indian heritage was obscured.
Southern politicians recognized that
the practices of Indian liberty were in-
compatible with the bizarre concept of
a slave democracy as practiced in
Greece. Rejecting notions of Indian
liberty, the slaveholders emphasized
instead a mythological American con.
nection to Athens and the ancient city.
states of Greece where democracy was
practiced by an elite few while the mao
jority of the population worked in
slavery.
These new politicians covered OVer
the original architecture of the Capitol '
Guidelines for Teaching about American Indian History
Checklist
A sample checklist for evaluating books about American Indian history continues
in development. As a first approximation, the following questions are proposed,
based on criteria provided by Center advisor, Cheryl Metoyer-Duran, Assistant Pro-
fessor at the UCLA School of Library and Information Sciences. Discussions with
Center staff and Fellows also added qualifications. As other questions occur to those
using this checklist, the editor would appreciate suggestions and refinements. Rather
than promote censorship, these questions are intended to specify the criteria used to
judge a fair representation of Indian-related subjects and to assist readers in selecting
materials for the classroom.
1. Is the image of Indians being presented that of real human beings with
strengths and weaknesses, joys and sadnesses?
2. Do Indians initiate actions based on their own values and judgements, rather
than react to outside factors?
3. Are stereotypes and cliches avoided or are references made to "obstacles to
progress" or "noble savages" who are "blood thirsty" or "child like" or "spiritual"
or "stoic"?
4. If fiction, are characters appropriate to situations and interactions rooted in a
particular time and place?
5. Does the presentation avoid loaded words (savage, buck, chief, squaw) and
tone that is offensive, insensitive, and inappropriate?
6. Do Indians appear to have coherent motivations of their own comparable to
those attributed to non Indians?
7. Are regional, cultural, and tribal differences recognized when appropriate?
8. Are communities presented as dynamic, evolving entities that can adapt to
new conditions, migrate to new areas, and keep control of their own destinies? (Are
traditions viewed as rigid, fixed, and fragile?) ,
9. Are gross generalizations avoided? (No reference to THE Indian, or THE In-
dian language, or THE Indian word for X.) ,
10. Are historical anachronisms present? (No prehistoric horses, glass beads,
wheat, or wagons.)
11. Are encounters between Indians and others regarded as exchanges? (Are In-
dian sources of food, medicine, and technology acknowledged?)
12. Are captions and illustrations specific and appropriate for a time and place?
(No wrapped skirts in the Arctic, or feather bonnets in the North Pacific, or totem
poles in the Plains.) Are individuals identified by name when possible?
13. Are Indians viewed as heirs of a dynamic historical tradition extending back
before contact with Europeans?
14. Are Indian/Indian relations expressed as part of native life, both within and
outside of individual communities?
15. Can this book contribute to an understanding and appreciation of Amen-
can-and human-history?
These guidelines are reprinted with permission and first appeared in Meeting Ground, No. 23,
Summer 1990. Meeting Ground is published biannually as the Newsletter of the D'Arc'I
McNickle Center for the History of the American Indian. The Newberry Library, 60 W.
Walton. Chicago. IL 60610-3380; (312) 943-9O'Xl.
'withGreek columns, and they replaced
the tobacco leaves with the Greek
acanthus leaves. To dramatize the tie
to the classical world, slaveowners
gave their horses, hunting dogs and
even their slaves Greek and Roman
names such as Cicero, Pericles,
iHomer, or Cato. The slaveholders
.made a fetish' of Greek style, as they
'built courthouses, churches, and even
their own plantations and gazebos in a
Plock classical style.
If visitors to the U.S. Capitol today
look closely in some of the oldest parts
. of the building, they can still see the
"original sandstone carvings of Indian
.•imagesand plants showing through the
overlay of classical marble. The Indian
heritage of America is not lost; it is
only ignored.
Food and politics represent only two
areas in which the native Americans
'lil have had a major influence on world
!history. The native people of the
Americas influenced medicine by pro-
vidingapproximately two hundred im-
. ,'portant drugs, from quinine and cu-
~rare to the first treatment for scurvy.
.if;iAbout a thousand English words-
. ' from hurricane and canoe to barbecue
.md husky-come to us from native
American languages; these words
Resource for Teachers and Students
Libraries Unlimited of Englewood, Colorado, has published another book
in their data book series:American Indian Reference Books for Children and
Young Adults. This reference book, compiled by Barbara J. Kuipers, pro-
vides a carefully selected annotated list of American Indian nonfiction works.
For more information about the book, write to Libraries Unlimited, Inc.,
P.O. Box 3988, Englewood, CO 80155-3988.
helped make English into a richer and
more international language. In the
realm of technology, Indians first de-
veloped the vulcanization of rubber,
the bulb syringe, snowshoes, etching
with acid, and an air furnace for melt-
ing ore at high altitudes. In science, In-
dian astronomers in Mexico calculated
a calendar more accurate than that of
the Europeans, and they developed a
sophisticated mathematical system
that used the zero.
These Indian cultures did not disap-
pear; instead they became a part of the
rich cultural fabric of the modem
world. Today in our daily lives, we use
native American foods, fabrics, dyes,
technology, science, and ideas. We
have incorporated parts of these an-
cient cultures, but we have often failed
to acknowledge the origins of these
things.
The Indian era before the arrival of
European settlers in America was more
than a colorful prelude to the modem
era. It was the time when the roots of
the modem world began. The con-
tributions of the American Indians far
surpass the traditional stories and
anecdotes of Indian Season; their con-
tributions form an integral part of the
modem world.
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EUROPEAN EXPLORER UNIT
Grade: Fifth
Unit Topic: Expeditions of early European explorers
Discipline: History
Key Concepts: Exploration, Change, Leadership
Key Generalizations:
Exploration is necessary for searching out more land, resources, and methods of transportation.
(exploration)
As societies evolve and grow, change is inevitable. (change)
Leadership is necessary for exploration and expeditions to be successful. (leadership)
Subideas:
* Ferdinand Magellan sailed for Spain 1509-22, and was the first to sail around the globe.
* Vasco de Gama, sailing for Portugal 1497-98, was the first to reach India from Europe by sea.
* Europeans introduced Native Americans to guns, sugarcane, and horses.
* They also brought diseases new to the Americans - the common cold, measles, and smallpox -
which killed many Native Americans.
* Each exploration-expedition needed a leader to head it and ensure that it was successful.
Objectives:
1. Students will recognize the 5 reasons for European exploration: 1) to find a new passage to the
Far East for trade 2) to find gold, silver, precious gems, and other valuables 3) to claim new lands
for their countries 4) to convert people to Christianity 5) for adventure. (exploration)
2. Students will be able to identify 3 leaders of explorations. (leadership)
3. Students will be able to tell why leaders were necessary for the success of each exploration
expedition.
4. Students will be able to list examples of change which were brought about as the result of these
expeditions. Encourage students to see benefits as well as harmful results. (change)
5. Students will be able to recount how these expeditions changed history and how it has
contributed to how our world is today. (change)
Initiation Activities:
* KWL-students will brainstorm what they know about explorers, leaders, their expeditions, and
how this may have changed history. (obj.l ,2,5)
* Students will create a semantic web in which they brainstorm what they associate with
Christopher Columbus. Save these webs, and later have students compare what they've learned to
their previous ideas to see how much was accurate. (obj.2)
Developmental Activities:
* I-Chart Sample. Have students develop an Informational Chart for the class. Designate large
butcher paper for this. Write in the topic - to research Christopher Columbus, and 4 questions that
you come up with as a class of things you would like to know, a space for interesting facts and
figures, and a space for any new questions which may be generated by the research.
1st day: have the whole class participate. The teacher will read aloud a book such as Meet
Christopher Columbus by deKay, and the class will fill in the first row of spaces on the chart with
the new information gathered.
2nd day: divide the class in half. Have half the class do one source, like The World Book
Encyclopedia, and the other half read World Explorers: Christopher Columbus and the First
Voyage to the New World. Each half will report their findings and fill in the I-chart.
3rd day: have students in small groups of 3-4, and work cooperatively to research more sources
and fill in the spaces on the I-chart on the board.
Students will write a portfolio entry of 2 pages over what new information they learned about
Christopher Columbus, about what prior conceptions and information they had that is not accurate,
and whether they see a need for thorough research. (obj.l,3)
* Now, have students divided into small groups. Have a list of explorers on a large chart on the
board. Have students sign up for explorers they are unfamiliar with. Don't use Christopher
Columbus. Ask students to research their explorer's full name, the country he came from and
represented, his background, the purpose and reasons for going on the expedition, the success or
failure of the expedition, how their leader played a necessary role in the success of the expedition,
and the change, if any, and impact on our world or the society of that time. Students will hand in
a written report of two pages to the teacher, and present their findings to the class. (obj.l,3,4,5)
Evaluation Activities:
* Students will listen and take notes on the reports of their fellow classmates, and in so doing,
become familiar with more explorers, their explorational accomplishments, and the resulting
significance of their journey. Students will be asked to write an in-class essay discussing three of
the explorers we learned about in class and their voyage's purpose and significance (obj.2,3,4,5)
Culmination Activities:
* Students will be asked to choose which explorer they would have liked to be and why. These
written opinoin letters will be put into students' portfolios.
* Students will create their own ship's flag under the pretense that they too, would like to be
explorers and explore some unknown land. Students may choose anywhere in the world they
would like to explore. This place mayor may not have been previously explored by others, it need
only be unfamiliar to the student. Students will write a rationale for why they wish to go there,
what they hope to find, if they believe their exploration would bring about any changes that might
affect other people, and who those people might be. Students will display their ship's flag on their
desk, and tape their one-page rationale and purpose statement on their desk, along with an
illustration of what they imagine they will find in their unexpored area. Invite other classes to your
classroom and allow students to browse along the desks, reading where their fellow classmates
would like to go.
* Have a class celebration in honor of the benefits that have come from the european explorers and
their initiative.
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GREAT DEPRESSION UNIT
Grade: Fifth












a. The Crash in '29 affected millions of people. Everyone had to readjust their lives due to the loss
of jobs and wealth. (Socialization)
b. People had to take on different responsibilities and roles as people dealt with such a great loss.
(Roles)
c. Humans face a difficult choice between unlimited wants and limited resources. (Scarcity)
d. Every society must make goods and services to satisfy individual needs. (Production)
e. Leaders emerge when individuals are able to articulate and personify the wishes and goals of
groups; leaders lose their power and influence when groups perceive their goals as different from
those of the leaders. (power/leadership)
f. Individuals are more likely to influence public policy when working in groups than when working
alone. (interest groups)
g. Leadership before, during, and after the Depression played an extremely important role and must
be understood in order to view the causes and effects of the financial hard times our country has
faced due to the Stock Market crash of '29. (leadership)
h. The economic crisis of 1929 causes our social and physical environment to change while leaving
many victimized by the extreme hardships caused by The Depression. (change)
Subideas:
a. A wealthier family that took a loss during the Depression had a harder time adapting to a lower
standard of living. (socialization)
b As a result of the Crash in '29, many new roles were performed. Children were forced to make
ends meet, and the mothers were to stay in the home and maintain the house. (roles)
c. The Depression made it very difficult for individuals and families to meet their needs, let alone
strive for wants. (scarcity)
d. Maintaining goods and providing services during the Depression declined sharply. (production)
e. FDR gained political power and won the support of the people and the federal government with
the New Deal, while Hoover lost his power and influence because of the little assistance he
provided Americans during the Depression. (powerlleadership)
f. During the Great Depression, farmers in the Midwest refused to function until the State and
National government stopped taking advantage of them, and during Hoover's administration
20,000 starving WWI veterans and their families took refuge all over Washington D.C. in protest
of not receiving their war bonuses. (interest groups)
g. FDR and his New Deal for America to get out of the Depression offered hope and reliefto the
country while President Hoover, although a brave and compassionate man, could not and did not
bring America out of the Depression. (leadership)
h. People in society faced horrible times with unemployment, poverty and starvation during the
Great Depression, but some relief did come through President Roosevelt's New Deal. (change)
Objectives:
a. Students will be able to identify situations where socialization changed attitudes. (socialization)
b. Students will be able to list different roles in which they function and why those roles are
important. (roles)
c. The students will understand the differences between a want and a need and list several
examples. (scarcity)
d. Students will understand production of goods and services and how it affects everyday life.
(production)
e. Students will be able to understand who political leaders are and how they are able to either
influence others with their power or lose their power and influence altogether. (powerlleadership)
f. Students will be able to understand what interest groups are and how they can influence political
policy to make change. (interest groups)
g. Students will be able to identify and discuss the strengths and weaknesses of Hoover and FDR in
the role of leadership during the Depression and what each administration offered the country
during that time. (leadership)
h. Students will be able to give examples of how the social and physical aspects were affected by
the Depression, changed the environment from 1929-1941, and how it continued to shape our lives
today. (change)
i. Students will be able to identify the many causes of the Depression and to explain how the New
Deal and the Depression eventually came to an end. (change)
Initiation Activities:
a. Students will be asked to write down how they felt when they entered a new school, joined a new
club, moved to a new town, etc. (socialization)
b. Have the students talk about different roles they have had to perform (crossing guard, peer tutor,
library assistant, grocery store bagger, sales clerk, etc.) and how it changed them. (roles)
c. Bring in a guest speaker (friend, parent, relative, or community member) to describe their life
during the Great Depression--How were they affected? How did their life change? And what did
they have to go without? (scarcity)
d. Have the class (in groups of 4-5) play the game of LIFE, only it will be adapted to the
Depression era. The standard game spaces will have stickers over them indicating new life
scenarios which actually happened to people during the Depression. Students will play the game
with the same rules. This will reinforce in students that life is made up of easy and difficult
choices, and life during the Depression involved making choices, all of which had consequences of
one kind or another. (production)
e. Students will be asked to share if they've ever been a leader of a group and what responsibilities
or privileges they had. Did they ever lose those privileges and why? (powerlleadership)
f. Students will be asked to write down what they think an interest group is and what these groups
might do. Have they ever been part of an interest group? (interest groups)
g. Students will be shown excerpts taken from Hoover's and FDR's speeches that have Hoover
claiming that the government should not provide relief and why he thinks this is so, and FDR's
views on why he believes the government should and ought to provide relief to the unemployed of
the country. Students will be asked to choose either Hoover or FDR to be president and tell why
they think his ideas are the most effective to bring about a positive change to America's economic
crisis . (change)
Developmental Activities:
a. The teacher will read The Story of The Great Depression by R. Conrad Stein. The story tells
about how The Great Depression happened and how it affected the people. This children's book
gives all the information of The Depression while directing it to the child's level of understanding.
It also illustrates the realistic pictures and scenes taken from that time period and the changes that
occurred. (change) Students will get into groups and list different situations (i.e. a family losing all
their money in the bank, a elderly couple recently investing a lot of money or life's savings into the
booming stock market only to lose it all, newlyweds recently buying a home and being in debt to
the bank and in need ofloans which aren't available) that would affect a person's life. After they
list different situations that they read about in the book, they will write down how the Great
Depression affected their role in life - and/or social, economic situation. (socialization & roles)
b. Ask students to make a list of 10 things they want for their birthday. From this list have the
students choose 5 items they can expect to receive. Discuss why the two lists are different, and
how and why students selected the 5 items. (scarcity)
c. Have the class divide into 4 groups. Each group is given a section of town, have each group
research and survey their section of goods and services produced there. Students will do a survey
of their section of town, each of the four groups will go on a field trip to their area and spread out,
interviewing store owners, observing, inquiring of gas station owners, dry cleaners, restaurants,
department stores, etc. Students will record their findings in a group notebook, writing down names
of the owners and workers they spoke with and interviewed. Students will publicize their findings
to the rest of the class. Compare and contrast each section oftown. (production)
d. During the upcoming Presidential election, students will research candidates and their platforms.
Students will then decide if any of the candidate's platforms and goals would be relevant to solving
problems of The Great Depression. A discussion of how problems during the Depression might be
similar to problems of today will then unveil. Students can then decide what candidate they would
like to vote for and how that person could help solve current problems in America. An election
booth will be tallied. (powerlleadership)
e. Students will choose an interest group they might have liked to be a part of during The
Depression, and present to the class why they would have liked to get involved, what the interest
group represented, and how the group was important to make possible change. Possible interest
groups may have been big business, small business, minorities, women activist groups,
stockholders, banks, etc. (interest groups)
f. Students will be divided up into two teams. Each team will elect students to play out the roles of
President Hoover and Presidential candidate FDR. Students who are not the President or the
Presidential candidate will act as staff (agriculture, education, finance, defense, etc.) of either view
point and help contribute to the writing of a speech using authentic research on each leader,
accurate perspectives of The Depression and what we should do about it. Then the class will play
out a debate and vote for which team and candidate not only was portrayed accurately but whom
they think did and/or would do the best job as President during The Depression. (interest groups)
Evaluation Activities:
a. Students will be asked to explain how role and socialization are similar and different by doing a
concept web for each concept. Have students write a paragraph summarizing the findings of what
they mapped out in their own words. (socialization & roles)
b. Preparing A Budget: Divide the class into pairs (preferably boy/girl). Each pair is given an
information sheet which gives them a specific situation, an amount of money, and specific
economic parameters. Each pair is to build a monthly budget (their objective is to have agreed to
or compromised on their decision). Their budget should include: shelter, clothing, food, vehicle,
insurance (car/health), entertainment, and any others. Have students write a rationale for their
budgets. Each pair will discuss the outcome with the whole class. The finished budget will be put
into student's portfolios. (scarcity)
c. Have the students become independent business owners. Students will brainstorm what the
goods and services might be. The students will choose a good to market or a service to produce.
They need to explain the value of this commodity, how it affects the individual consumer and the
community as a whole, and how their commodity will survive during the depressed times.
(production)
d. Students are asked to list examples of leaders today or in the recent past, how they have power,
and how they use that power for the good of the people. Students will then list examples of leaders
during the Great Depression and compare their use of power and influence to help the people of
that time with those leaders of today. (powerlleadership)
e. Students are asked to list examples of interest groups during The Great Depression, what each
group represented, and how they worked together to make change. They will then decide if that
group was successful in their attempts to make change, and why they were or were not. Looking
back on history now, what differences or suggestions could you give that interest group that might
have helped? (interest groups)
f. After FOR became president he comprised many organizations under The New Deal. It was
commonly referred to as his "alphabet soup" -for example, NRA, PWA, SEC, etc. In pairs,
students will be assigned an organization, research it and then present it to the class explaining the
nature and the work of that organization. The class will discuss the extent to which these were
productive and/or successful. (leadership)
g. Students will be asked to give examples of how unemployment, poverty and starvation affected
society and how it changed. (change)
Culmination Activities:
a. The students will get into groups and perform a skit on The Great Depression. Groups will
demonstrate through music, action, words, and emotions. The skit will show The Great Depression
and its beginning, middle, and end. The skit should be between 15-25 minutes. (socialization &
roles)
b. Devote a day to paying for goods and services provided by the school. Each student is given an
amount of (fake) money at the beginning of the day. This money needs to last all day long. Every
good and service is labeled with a cost on a large posterboard. As each student goes through the
day they will have to "pay for their actions." This will provide the students with the knowledge
and understanding of how production of goods and services effect life. They will also encounter
labeling certain goods and services as wants or needs. What will they do if toward the end of the
day they run out of money, and still need to sharpen pencils, use the washroom, or go to the
library? Discuss this with the students - what is the most important thing they need to do? What is
less important? Each student or group of students will have to produce a service or good that is
necessary for the classroom. (scarcity & production)
c. Students will become a leader (of any group they choose), present their goals to the class and
how they will use their power and influence to help that group for the better. They must consider
the group's interest and the possibility of losing their power when making their decisions. This
activity must be thought out and adapted to fit the students' and teacher's needs and resources. A
list of suggestion may be helpful for students. (leadership)
d. Topics will be given by the teacher beforehand. (ex. animal testing, censorship of music, gangs
and violence, etc.) Then each student will choose a topic, and those students who share a common
interest will form an interest group and formulate how their group will take a stand to make
change. This activity could also be extended to have students write letters to state and national
officials and representatives. Their letter and any response letter will be put into their portfolios.
(interest groups)
e. Students will pretend that they are a citizen during The Great Depression (farmer, banker,
grocery store owner, etc.) and will write a page in their diary or journal. Students will be asked to
write about their feelings, families, hardships, and views of Hoover and FDR, all the while using
their imagination (to become another person) and their gained knowledge to authentically support
the history of leadership and change during The Great Depression. (leadership)
f. Students are asked to complete part 3 of the KWL chart. What they have learned will be
completed on the chart. We will then review the whole chart to see if our "what we know" part
was accurate and if we learned everything we wanted to know. (change)
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Inthe midst of the Great Depression,the federal government gave the visualarts unprecedented support. Artists,
like millions of their fellow Americans in
the 1930s, found themselves without work
and without resources to pursue their voca-
tion. Many were destitute. With the arrival
of Franklin Roosevelt's New Deal in 1933,
however, the federal government launched
a number of programs aimed at promoting
economic recovery, providing work relief.
and conserving the skills of American
workers. For artists, programs such as the
Works Progress Administration's Federal
Art Project and the Treasury Department's
Section on Fine Arts provided needed
employment as well as opportunities for
creative work. In addition to giving work to
artists, the New Deal administrators who
ran these programs hoped they would
spread original art across the country,
allowing millions of Americans to see it for
the first time. Between 1933 and 1943, the
art projects employed more than 10,000
artists who produced 100,000 paintings,
18,000 sculptures, 13,000 prints, and more
than 4,000 murals for public buildings.
Some of the most familiar and enduring
legacies of these New Deal art projects are
the hundreds of murals painted in local post
offices across the United States. Most post
office murals were commissioned by the
Section on Fine Arts, which was part of the
Treasury Department, and later the Federal
Works Administration. Commissions were
made on the basis of open competitions
announced in the Section's Bulletin. with
winners chosen by juries of expert judges
who were themselves artists. In addition to
works for pOSt offices, the Section commis-
sioned murals for courthouses, federal
buildings, customhouses. hospitals, and
housing projects. It also commissioned
some sculpture.
In June 1939, the Section announced
its largest nationwide competition-the
48 States Competition. Its goal was to
place a mural in the lobby of forry-eighr
newly built post office buildings-one for
each state of the Union. These murals
would all occupy the same standard
space-along the lobby's end wall, above
the postmaster's door. The Section left
open possibilities for the murals, but sug-
gested themes such as local history or
industry, postal history, local color, land-
scapes, or recreational pursuits. Because
the post offices to be decorated were small,
the towns chosen for the contest tended to
be rural hamlets. Greybull, WY, Los Banos,
CA, Corning, lA, and Westerly, RI, were
among the towns to be favored with gov-
ernment art.
The mural design for one of the chosen
towns, Kellogg, 10, briefly became the cen-
ter of controversy in late 1939. The winning
design, "Mine Rescue," by California artist
Fletcher Martin, depicted an injured miner
being carried from a mining accident on a
stretcher by two fellow workers. Its stark use
of light and shadow as well as its somber
mood won Martin's design high praise from
the 48 States jury (see figure 1). In the eyes
of the artist and artist-judges, its subject
matter seemed appropriate for a mining
town. Edward B. Rowen, Assistant Chief of
the Section, regarded it "as comparable to
some of the great religious paintings of the
past." Several members of the jury stated
that Martin's design was the strongest of any
submitted for the competition.
Unfortunately, many citizens of
Kellogg, 10, did not share that opinion.
After the competition winners were
announced, a number of angry individuals
and organizations wrote to Edward B.
Rowen in Washington, DC, protesting
the award and the placement of "Mine
Rescue" in their communiry. The writers
included presidents of the Idaho Art
Association, [he Bunker Hill and Sullivan
Mining and Concentrating Company,
and the Wardner Industrial Union. In
addition, a U.S. Senator weighed in
against the design. In fact. only one letter
supporting the design can be tound in the
National Archives file on the Kellogg
mural.
Among the protests was one from the
Kellogg, 10, Chamber of Commerce,
which is reproduced as this month's fea-
tured document. The letter makes twO
points. First, the subject of the mural was
"unfit" for Kellogg. Depicting a mining dis-
aster on the post office walls did not appeal
to a population that was economically
dependent on mining. Second, the "ghast-
lv" subject depicted in the mural would
offend those in the communiry who had
lost a loved one in an accident. These fam-
ily members should not have to confront a
reminder of their loss every time they went
in to their local post office. Attempting to
force this "rnonsrrociry" [sic) upon the citi-
zens of Kellogg would only result in "bitter
feelings" toward the government.
By November 1939, news of Kellogg's
displeasure was already public knowledge.
Early that month an Associated Press
reporter contacted Fletcher Martin for a
comment on the growing protest over the
mural. Martin replied that if the towns-
people objected to his design, he would be
happy to change it. But the Section did
not want to lose one of its most distin-
guished 48 States designs, and Rowen
quickly wired Martin, "Do not undertake
redesign." By early December, when Lift
magazine announced the 48 States
Contest winners, the essay accompanying
photographs of the winning designs noted
that "local residents objected to the pes-
simistic atmosphere of Fletcher Martin's
mining scene."
Rowen attempted to mollify his critics
by finding funds for an additional, less
controversial mural for the Kellogg Post
Office. This way, Martin's mural could
still be completed. and its critics would
have a happier scene for balance
(Presumably, visitors to the Kellogg Post
Office would look at the design that
pleased them and avert their eyes from the
"depressing" Martin mural.) But after ~
few weeks of searching, Rowen adrnittec
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Kellogg cit izens are favorable to a proposal to have a mural
painted on a wall in the corridor of the new postoffice, but they
dont want the mural pictured above. which was designed by
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a. The movement of people with culturally different traits is aided by changes in technology,
political changes, social changes and improved transportation. (cultural diffusion)
b. The interactions between an ethnic or culturally different group and the members of other groups
in a community result in the gradual movement and exchange of cultural traits from one place to
another. (cultural diffusion)
c. Groups of people view the environment differently, depending upon the value or worth they
place upon its resources, places, and use. (environmental perception)
d. The social conditions of a community will affect how its members or visitors perceive it.
(environmental perception)
e. Racial or ethnic biases affect how a person feels about or perceives a neighborhood where
culturally diverse people live. (environmental perception)
f. Influences (whatever form they take) can be strong, and people often feel strongly about certain
issues. (social movement)
g. Societies change throughout time and one of the most important changes are changes in values.
(values)
h. Human society is characterized by growth over time. (change)
I. Leaders impact social and historical growth of the people under their influence. (leadership)
Subideas:
a. The movement of slaves from the southern plantation owners to freedom in the north. (cultural
diffusion)
b. The interactions between whites and blacks during the time of the Civil War and slavery
required blacks to acquire the cultural traits of the whites and abandon their own identity. (cultural
diffusion)
c. White plantation owners considered blacks their slaves, or property. They were part of the
environment, objects or tools to do work. This view was due to the lack of value or worth these
whites places upon the black people. (environmental perception)
d. The social conditions of America in the 1860's was in upheaval and greatly affected how its
members perceived it. Members of the same family were against each other in the Civil War,
slaves were still in bondage, free black men were not trusted with weapons to fight their own war
for freedom, mothers saw the war as taking the lives of their young sons and husbands, families
were torn apart, military leaders saw their fellow Americans as enemies because of the issue of
slavery v. abolition.
e. Whites and blacks perceived neighborhoods differently. Many white neighborhoods were
segregated and signs hung outside houses which did not welcome blacks. Lynching, abuse, racism,
beatings, beratement and the like negatively affected the perception of blacks in the communities in
which they lived. (environmental perception)
f Events occur which require decisions, and people react in support of changes or against changes.
(social movement)
g. As the world changes, people may think differently about what they hold to be important.
(values)
h. When society is faced with issues or problems and no clear solution is available, it is often
helpful to refer to situations from our past. These past events can often make the path which
should be followed more clear. This country will probably never again become so bloodily divided.
We simply need to see the effects of the war on young boys and families to learn from our
collective history. (change)
I. Wars always have memorable characters when the smoke clears. The Civil War produced some
of the greatest leadership of all time. Two of these are Abraham Lincoln and Robert E. Lee. Each
man, in his own way, greatly influenced the structure of society and the historical impact of this
time period. (leadership)
Objectives:
1. Students will recognize that cultural diffusion is a cause/effect relationship, reasons exist for the
way different people are distributed.
2. Students will recognize that much people movement occurred during the Civil War: North v.
South, Union v. Confederacy, slaves from masters, families torn apart, displacement of troops, etc.
3. Students will recognize that one's view of the environment can change dramatically from person
to person (slave v. free white man), and as a result of major events, such as war.
4. Students will be able to recognize and name some social movements.
5. Students will know what values are and be able to name some shifts of values throughout the
years.
6. Students will become aware of the individuals who headed up each army, and gain an
understanding of the lives of some the men within the army. They will gain a deeper understanding
of the cause of the war and the effect of the war on society, both then and now.
7. Students will know some of the qualities which make up a good leader. They will be able to
identify the most significant events of Lincoln's and Lee's careers. They will also be able to
analyze decisions or actions these leaders made which may not have been honorable.
Initiation Activities:
a. K-W-L chart. Students will brainstorm on a butcher-paper chart all their ideas and prior
Knowledge about the Civil War prior to instruction. Students will tell what things they Want to
know. Finally, after the various activities and instruction, the students will discuss what things they
Learned after this unit. The students will compare their new knowledge to their previous
knowledge. (obj .1-7)
b. Read students the children's books(s): Pink and Say, Harriet Tubman, Sojourner Truth, and
Frederick Douglass. First, have students write their reactions and feelings in their response
journals. Next, discuss the students' feelings toward our government as it was back then. What
new things did the students learn which they did not know before? How are these personal
biographies similar to or different from the students' previous learning? Students may add any
new things they learned from peers during the class discussion to their response journals. (obj.3,5)
c. Students will be asked if all humans have the same rights and should be treated equally.
Believing in the dignity of all human life is a value. Students are asked, ''What would you do if
you saw a group of people being treated unfairly because of a personal characteristic?" These are
some of the things that have been the beginning of a social movement. A social movement is when
people try to change or resist something. We are going to study about a time and situation where
all life wasn't valued and a social movement started to change it. Blacks weren't valued and the
abolitionist movement rose up in response to it. (obj.5)
d. Students will form small groups and choose from selected topics to perform a drama, or puppet
show. Examples of some of the topics include, two brothers who are fighting on different sides.
Women who are talking together about the effects of the war on their community. A scene in a
hospital after a battle. There are many other possibilities. Allow students to do some
brainstorming to come up with topics. Make every attempt to keep the focus of the drama on 'real'
people and the issues which they may have had to deal with. (obj.2,3,5)
Developmental Activities:
a. Map identification. Each student receives a blank map of the United States at the time of the
Civil War. Students will color code states according to how the country was divided-whether for
or against slavery. The stated will be labeled, and a black line will be drawn between warring
states to show the North v. South delineation. Students will discuss possible causes for the
geographical separation. In what way(s) might geography playa role in the division of the states?
(obj.2)
b. Students will divide in to groups and read the following books, A Girl Called Boy, by B.
Hurmence, To Be a Slave, by J. Lester, Sojourner Truth-Slave, Abolitionist. Fighter for Woman's
Rights, by A. J. Lindstrom, Letters From a Slave Girl: The Story of Harriet Jacobs, by M. E.
Lyons, Runaway to Freedom: A Story of the Underground Railway, by B. Smucker, and Nettie's
Trip South, by A. Turner. A list of key questions will be given to help synthesize and summarize
information. (obj .1-7)
c. Have the students read many accounts of different battles from throughout the war. Ask them
to list decisions which were wise and which were foolish. How could the battle have been fought
differently? Have the students separate into small groups and create a game in which they will
battle with another small group. They will need to develop clear rules and object of the game.
(obj.6,7)
Evaluation Activities:
a. Evaluation takes place as the teacher observes class discussion and notes individual student's
contributions to the issues at hand.
b. Evaluation takes place as the students discuss what they have learned in the K-W-L.
c. Students' response journals may reveal how much they have learned from these activities.
d. Students will present a book to the class, using questions as a guide (these are given to them).
Questions will focus on the values and the abolitionist movement. The questions will include
opportunity for reactions of students to the book.
e. Cover some of the political battles which Abraham Lincoln fought. Show the importance which
the slavery issue came to have and why. Be sure the students understand that the war didn't start
out focusing on slavery, but probably wouldn't have been won by the North without the noble
cause. Have the students prepare speeches which are designed to rally other students to their
cause. Allow the use of propaganda and encourage creativity. Show how hype is a factor in
political issues. (obj.6,7)
Culmination Activities:
a. Two Worlds. The teacher will cut out two large, round spheres from white butcher paper and
tape them to the chalkboard. One will be labeled the Union, on the Confederacy. The class will
discuss the differences between the two sides, and their main reasons for warring with the other
side. Next, the teacher will divide the class into small groups of three or four students. The
teacher will pass out magazines, journals, books and newspapers which may be cut up. The
students are asked to collectively find one picture to represent the ideas and valued of the
Confederacy, and to tell as a group their reasons for choosing each one. The group will present
their pictures in front of the class and tape their picture to the corresponding circle. The class will
discuss the differences between the two worlds, as well as their similarities. (obj.5)
b. Divide the class into two groups-slaves and slave owners. Have them write a letter to Lincoln
telling why they think slavery is wrong or right. (obj.5)
c. Create an interactive bulletin board which focuses on the key concepts and objectives of the
unit. Post large representations of the Northern and Southern portions of the United States. Write
Civil War terms on index cards. On the back of each card put an Nor S to indicate if it is
primarily associated with the North or the South. Put the cards on the board by the map. Put
colored yam on the end of each card. Encourage the students to match the terms on the cards with
the North or South and tack the string to the appropriate section. They can look on the back of the
cards to correct their work. (obj .1-7)
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Women in Battle in
the Civil 'Nar
Richard Hall
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Researchin recent years has found strong and growing evi-dence of the presence of women on Civil War battlefieldsin numbers far beyond what had been previously
believed. Articles in a women's military journal and two recently
published books have begun to report the new discoveries
(Larson 1990; Larson 1992; Hall 1993; Middleton 1993).
However, the research is ongoing and new case histories are
turning up regularly.
Although it has long been believed that over a hundred
women may have participated in Civil War combat, some con-
temporary observers believe that the true number may have been
much higher (Livermore 1887, 1i9-120). Whatever the num-
ber, it is important to discover and tell about as many of these
women as possible, for their stories deserve a place in women's
history and in American history.
Women Disguised as Men
For every documented case of a woman who served in com-
-vidence suggests that there could have been two, three, or
four others who were killed in combat and buried without
tneir gender being discovered, or who survived the war with
their male disguises intact.
In 1934, some human bones were dug up in a garden on the
former Shiloh battlefield, evidencing a hasty burial. The graves
had not been registered. The remains were identified by their
military paraphernalia as those of Civil War soldiers. One was
found to be a female soldier (Brooke 1978,29).
A former Civil War soldier known as "Otto Schaffer," a her-
mit farmer in Butler County, Kansas, was discovered to be a
woman only at death. 1 Many similar examples are known.
"Albert Cashier" served a full three-year term of enlistment with
the 95th Illinois Infantry regiment and saw extensive combat
(Davis 1988, 108-112). Her true identity as Jennie Hodgers was
not discovered until 1911 when she was struck by an automobile
and injured. Hodgers, as a child, had disguised herself as a boy
and stowed away on a ship from Ireland to America.i
Considering the fact that three million soldiers fought in the
war, the discovery that hundreds or even thousands of women
served in combat is not significant in terms of percentages. But
in social and human terms, and especially given the social values
of the mid-1860s, even this number takes on significance.
Women of the Civil War era were severely restricted in their
ability to travel widely on their own and to experience the free-
dom that men had in the human adventure, unless they didn't
mind being considered "immoral" or "loose" women. They were
suo posed to relish hearth and home, not exploration and adven-
The "proper" role for women during the war was to work
ne of the soldiers' aid societies that were formed, to roll ban-
dages and supply clothing and personal hygiene kits to the sol-
diers. Another acceptable activity was service in the commission
formed to work for improvements in hospital care and medical
practices (Young 1959, 66-81).
In a sense, the Civil War proved to be a great equalizer for
certain bold and adventurous women who seized the opportuni-
ty to expand their horizons. Some did so in standard female
garb; others disguised themselves as men. Adding ferment to the
social change were several women born or raised in other coun-
tries, who brought with them to America a streak of indepen-
dence and some experience in shattering norms.
When the Union and Confederate armies clashed in the first
major campaign of the Civil War at Bull Run Creek, Manassas,
Virginia, on July 21, 1861, a few women were present on both
sides. Among them was Kady Brownell, wife of a Rhode Island
mechanic, who enlisted in the l st Rhode Island Infantry regi-
ment. Her father was Angus McKensie, a Scottish soldier in the
British army (Middleton 1993,26-27).
Brownell trained with the regiment, proved to be proficient
with arms, and accompanied her husband on the march. On the
Bull Run battlefield, probably uniquely among all the women
who served in the war, she was color-bearer, carrying the Bag in
advance of her unit of sharpshooters. She came under direct fire
and was forced to flee with the other soldiers at the end of the
day when Confederate forces broke through the Union lines.
Later she also performed courageously at the battle of New Bern,
North Carolina (Moore 1866, 54-64; Brocket 1867; 773-774).
Two of the more famous women who fought in Civil War
combat disguised as men also were at the scene, one on each
side. For the North, "Frank Thompson" (Sarah Emma
Edmonds) was with the 2nd Michigan Infantry regiment that
arrived late on the battlefield and helped cover the Union retreat.
Thompson was serving as a male nurse in the old stone church
near Centreville, Virginia, and was forced to flee when the
Confederates overran their position. .
Sarah Edmonds had been born in New Brunswick, Canada,
in December 1841, the youngest child of a Scotch-Irish couple
that had emigrated from the British Isles early in the 19th centu-
ry. Her father had wanted strong sons to farm the land, and she
had tried to please him, but ultimately had fled the oppressive
home environment and adopted male disguise as a means of
obtaining her freedom and independence.
By selling bibles and religious tracts, Edmonds worked her
way into financially rewarding employment in the United States.
At the outbreak of the Civil War, she was living in Flint,
Michigan, where she enlisted in the Flint Union Greys, which
became Company F of the 2nd Michigan Infantry. She served
for two years as a combat soldier, nurse, and spy (Edmonds
1865; Dannett 1960; Talmadge & Gilmore 1970).
For the South, "Harry T. Buford" (Loreta janete Velazquez)
was serving as acourier for General Bernard Bee on the Bull Run
battlefield, ana participated in the battle from a position near the
Center of the Confederate line. She then fought at the battle of
Balls Bluff and would go on to fight at Shiloh before becoming
disenchanted with combat warfare and deciding instead to use
her talents as a detective and spy for the Confederacy.
Velazquez was born in Havana, Cuba, of wealthy parents and
raised by an aunt in New Orleans. While still a teenager, she had
eloped and married a soldier and served with him at obscure mil-
itary outposts. Early in the war her husband was killed in a train-









































































ing accident, and she adopted male disguise to fight as a soldier.
She was able to pay for her own supplies and equipment, and
sought combat commissions from individual commanders
(Worthington 1876; Jones 1955,290-298).
Historical evidence has now been found that at least nine
women participated in the battle of Shiloh in Tennessee the fol-
lowing spring. They served as soldiers, nurses, "daughters of the
regiment," and sometimes in more than one role.
Belle Reynolds, wife of a lieutenant in the 17th Illinois
Infantry, was in the Federal camp that was overrun by
Confederate forces on April 6, 1862. She and a female compan-
ion pitched in to help care for the wounded soldiers and, after
the battle, was awarded the commission of major by the
Governor of Illinois for her efforts. After the war, she continued
her medical training and practiced medicine both in Chicago
and Santa Barbara, California (Moore 1866, 254-277;
Middleton 1993, 128-129).
Other women on the Union side were Modenia Weston and
Lucy Kaiser, who served as battlefield nurses, and Mrs. Jerusha
Small, whose husband was with the 12th Iowa Infantry regiment
(Young 1959, 167-170). Three women also were accompanying
Confederate regiments on the Shiloh battlefield. Bettie Taylor
Phillips served with her husband in the 4th Kentucky Infantry
regiment, and Betsy Sullivan (known as "Mother Sullivan") sol-
diered alongside her husband in the 1st Tennessee Infantry regi-
ment (Andrews 1920, 112-115, 120-126) ..
Loreta Janeta Velazquez described in her memoirs standing
on the battlement at Fort Donelson, before Shiloh, with sleet
and freezing rain pelting her in the face and wondering whether
it was all worthwhile as the fort fell to a Federal siege. At Shiloh
she fought with her former battalion of Arkansas soldiers and
was dismayed when, on the second day, the tide turned against
the South (Worthington 1876, 164-172,200-218).
From these experiences, she concluded that Confederate lead-
ership was not what it should be and she became depressed.
Ultimately she decided that her best way of contributing to the
Confederate cause would be to exploit her skills at disguise and
subterfuge as a spy and to give up the soldier's life. She served as
a double agent, penetrating the operations of the Northern spy
master La Fayette C. Baker (Hall 1993, 140-150). The claims
made by Velazquez in her memoirs have been conrroversial.f
However, recent research has begun to turn up confirmation of
key parts of her story (Hall 1993, 207-211).
Another remarkable story is that of Amy Clarke, who was pre-
sent at Shiloh on the Confederate side with her husband when he
was killed in action. She continued in service, but was later
wounded and captured and her gender discovered. Union officials
released her back into Confederate lines, in a dress that they insist-
ed she wear (Simkins & Patton 1936, 80; Hall 1993, 99-100).
Undaunted, Clarke resumed fighting in Braxton Bragg's com-
mand, and was observed by a Texas cavalry soldier in August of
1863 wearing lieutenant's bars (Darst 1971,37-38). An impor-
tant clue to her identity and connections was discovered by
Stuart Sprague, who found a newspaper story in the Cairo City
Gazette of December 25, 1862, about an "Anna Clark," a pris-
oner of war about to be exchanged. She had been serving as
"Richard Anderson" in the 11th Tennessee Infantry. The story
exactly fits that of Amy Clarke, including reference to her hus-
band being killed at Shiloh and
describing the wounds she had
received (Hall 1993, 99). This
new information should lead to




In addition to women dis-
guised as male soldiers and
those who served as nurses,
another category of women var-
iously known as vivandieres or
"daughters of the regiment"
often became what a contem-
porary writer termed "half-sol-
dier heroines." That is, they
served in whatever capacity was
necessary under combat condi-
tions, including occasional
fighting as soldiers. Their all-
purpose service included
marching with the soldiers,
providing food and drink dur-
ing battle (hence vivandiere),
doing laundry, and caring for
the wounded.
Some vivandieresbecame
famous for their battlefield
exploits. Anna Etheridge was
daughter of the regiment for
the 2nd and 5th Michigan regi-
ments and was constantly car-
ing for the wounded on the
battlefield, exposed to enemy
fire (Moore 1866, 513-518;
Brocket 1867, 747-753).
.Marie Tebe (known as "French
Mary") served as a vivandiere in
the 115th Pennsylvania
Infantry and was said to have
been under fire thirteen times
(Rauscher 1892; Faust 1986,
744-745). Both women were
awarded the Kearny Cross for
gallantry, presented by division
commander Brig. Gen. David
B. Birney (Birney 1867,
381-382).
Bridget Deavers (known by
the men as "Biddy") accompa-
nied the 1st Michigan Cavalry
and saw extensive combat in
Virginia during the 1864-1865
campaigns. Charlotte McKey, a
prominent Civil War nurse,
knew Bridget and recorded in
Kady Brownell was color bearer
in action at 1st Bull Run
(I 866 engraving).
Engraving of Sarah Edmonds
from Nurse & Spy (I 865).
#~?a1/J::z::;r
/ ;#-g-J,'-r~Lf;5I1f,
Loreta Velazquez as Lt. "Harry
T. Buford" (I 876 engraving).
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Belle Reynolds served at Shiloh,
practiced medicine after the
war (I 866 engraving).
Anna Etheridge, battlefield nurse
and inspiration to soldiers, shown
in this romantic engraving lead-
ing men in combat (1867).
Marie Tebe, who aided soldiers
on battlefield, from regimental
history (1892).
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her diary on March 28, 1865,
"[She] has probably seen more
of hardship and danger than
any other woman during the
war" (McKey 1876, 124-125).
Bridget repeatedly displayed
coolness and bravery under fire,
and acquired considerable skill





In addition to the present
author and Professor Sprague,
two others intensively investi-
gating the role of women in the
Civil War are C. Kay Larson
and Lee Middleton. The com-
bined effort is turning up sig-
nificant new information.
Larson has concluded from her
research that "the roles the
women played were more
numerous and more martial
than many of us have been pre-
viously led to believe" (Larson
1992, 56). Middleton has doc-
umented well over 100women
and plans a new edition of his
book with even more biograph-
ical sketches (Middleton 1993).
The full story of women in
the Civil War is still unfolding,
and the vigorous research cur-
rently under way promises to
produce many exciting new
discoveries.
Notes
1Prof. Stuart Sprague, Morehead
State University, kentucky, found
information about "Otto Schaffer" in
Record Group 94 at the National
Archives.
2 Personal history and summary of
regimental activitieswere found in the
pension filesof "AlbertCashier" in the
NarionalArchives.
3Simkinsand Patton (p. 81) report
that "The only person impressedwith
the valor and worth of Loreta Janeta
Velazquezwasthat womanherself....
the storiesof her adventureshavean air
of the tawdryand the unreal."Faust (p.
779) states that Velazquez"chronicles
and unbelievable series of adventures
with more characteristics of fiction
than of facr."
Richard Hall is a freelance editorial consultant and editor. He has
published several articles on the Civil War and is the author of
Patriots in Disguise: Women Warriors of the Civil War, pub-
lished by Paragon House.
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After waving the captured flag of the28th North Carolina Volunteers. and heading his Yankee company
back to the original line of battle, twenty-
one-year-old Captain Morris Brown, jr.,
of the 126th New York Volunteers boast-
ed in a letter to his parents:
Oh! you ought to have
heard the whole brigade cheer
me.i., It was a proud day for
me I can tell you. I cant [sic]
see nor can I ever tell why I was
not taken prisoner for I was on
the [Confederate] left flank
and almost in the rear of the
whole army. I captured three
times as many prisoners as I
had men.!
Smith Brown, the regimental adjutant
and older brother, was more restrained in
his letter to their parents:
Had a terrible battle [refer-
ring to the Battle _ of
Gettysburg]. 126th [New York]
annihilated. Little over 100 left
[out of the original muster of
1001]-16 officers shot .... We
have been fighting now contin-
uously for 60 hours.s
But he hastily added:
"Morris is a hero. Captured
a rebel flag. He charged the
rebel line with 10 men and
captured it .... "3
Then, it appears, the equally proud
parents submitted their older son's letter
to their local paper, the Penn Ytm [New
York] Democrat. This brought a prompt,
but unexpected, response from a higher
source, division commander Brigadier
General Alexander Hays. He was a no-
nonsense West Pointer, "a princely soldier;
brave as a lion ... dashing, reckless, ... [rem-
iniscent] of one of the old cavaliers."!
Allegedly, Hays placed Adjutant Brown
under arrest "for publishing that letter
that gives Co A [Morris Brown's compa-
ny] the honor of turning the Grand flank
of the rebel Army...."5
The reporter of the arrest, Lieutenant
Richard Bassett. was a member of another
company in that same regiment, and may
have been a bit envious. But more likely
he was feeling remorse over the death of
his younger brother, regimental color
sergeant Erasmus Bassett. The latter had
fallen during a charge over the swale near
the wheat field the previous day, the sec-
ond day at Gettysburg. In fact, Lieutenant
Bassett, leading the charge and maintain-
ing a line on the colors, watched his flag-
carrying brother falter when struck in the
thigh, move forward unsteadily, and then
collapse with a fatal minie ball in his chest.
However, duty compelled Lieutenant
Bassett to march over his prostrate broth-
er and the other nine men in his company
felled during their charge. Only after the
battle could Bassett look for his brother,
and then he was so "sorely afHicted" that
he was unable to console the twenty men
from his company who were wounded.f
Such incidents and letters are poignant
reminders that Gettysburg, indeed the
Civil War, was fought by real persons, like
the Browns and the Bassetts. Indeed, a
year after Gettysburg, the Brown family
received letters filled with remorse.
Captain Morris Brown, who had enlisted
after his sophomore year in college, was
dead, honored posthumously with a
Congressional Medal of Honor for his
heroics during "Pickett's Charge."
However, he lived on in his younger sis-
ter's meticulously maintained scrapbook,
which miraculously turned up in the
hands of a Nashville, Tennessee, music
dealer," While Lieutenant Bassett survived
the war, his letters were just as carefully
maintained.
Important to us as teachers, the stories
of these men are as close to us as our local
libraries, historical societies, and attics.
The plethora of materials dealing with the
American Civil War offers opportunities
for students to experience history, It does
not take all that much effort to locate
these materials, though occasionally it is
serendipitous. Take Private Charlie
Mosher of the 85th New York Volunteers,
who maintained a diary from October 8,
1861, to March 1, 1865, when, skin and
bones and barely able to walk after 315
days in southern prisons, he was finally
freed. His hand-written diary, titled sim-
ply Civil War Journal, sat on a shelf in a
village historical society-uncatalogued!
Only the boredom of a notetaker and a
casual scanning of the shelves discovered
this gem.s
Getting Started
Given that these letters and diaries
exist, just how might a teacher go about it
with his/her students? First, he/she and
the students could contact the county,
town, city, or village historian. Of course,
that might lead to some homework in
itself--determining whether there is one,
who it might be, and where he or she is
located, which is a useful exercise in itself.
If the historian, often a part-timer, is
willing to come to school, the initial les-
son on the Civil War might begin with
some artifacts and accounts by partici-
pants. Then, if the town, village, or city
historian is worth his or her salt, the next
step could be to arrange with the teacher a
visit by the class to the historian's office.
Given this invitation and a proper ori-
entation, our alert teacher could make this
an opportunity for cooperative learning,
using the jigsaw variation, and organize
his/her class into study groups. One group
could be led to the local newspapers on
microfilm for the years 1860 (or earlier) to
1865. They might not only try to find
what they could about the Browns, the
Basserts, Mosher, or any' other soldiers,
but also pursue questions such as "What
was the community like at the time?"
"How did the community view the issues
of slavery and secession?" "Did many
other soldiers from the community enlist
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(1961).14 Because the regiments co which
the Browns, the Basserts, and Mosher
belonged are New York outfits, the stu-
dents in this particular case could also
examine Frederick Phisterer's New York in
the war of the Rebellion, 1861-1865
(1912), which lists (and includes brief
military biographies of) all officers of the
New York State cavalry, artillery, and
infantry regiments, muster in dates, their
colors. military engagements, and consid-
erable other data. 15
Participants' Accounts
If by this point the students have not
become curious about the daily life of a
Civil War soldier, it is time for the teacher
co pose some questions. such as "How do
you suppose the ordinary soldier (as well
as officers) lived day-to-day!" "What. how.
and when did they eat?" "Travel?" "If they
marched (and most of the time they did,
even up to 30 miles in a day with some-
times as much as 60 pounds on their
backs). what was it like?" Here the stu-
dents could be introduced to some
accounts by and about participants. The
classics are the following:
Billings, John D. Hardtack and Coffee
(Boston. 1887), a perennial favorite to
describe the livesof ordinary Union soldiers.
Commager, Henry S. The Blue and the
Gray (Indianapolis. IN: Bobbs-Merrill,
1950). These two volumes contain good,
readable accounts by participants.
Duncan, Russell, ed. BlUl!-E~d Child of
Fortune: The Civil war Letters of Colona
Robert Gould Shaw (University of Georgia
Press, 1992). Shaw's 200-plus letters not
only teil about the 54th Massachusetts, the
famous Black-American regiment made
famous by the movie Glory, but, as a
reviewer wrote. "bring the real war to life."
Evans. Clement A.. ed. Confiderate
Military History (New York: Yoseloff,
1962). Twelve volumes. This offers
accounts by distinguished Southerners.
Hawks. Esther Hill. A ~man Doctors
Civil war: Esther Hill Hawks' Diary. edited
by Gerald Swartz (Columbia, SC:
University of South Carolina Press, 1984).
These personal accounts of experiences
with soldiers are by an abolitionist doctor
CivilWar cannon at Gettysburg.
Photo by the author.
who married an abolitionist doctor.
-johnson, Robert Underwood, and
Clarence Clough Buel, eds. Battles and
Leaders of the Civil war (New York:
Century Company, 1884. 1887, 1888).
Four volumes. Firsthand accounts by prin-
cipals (Union and Confederate) of virtual-
ly every military engagement.
Longstreet. James. From Manassas to
Appomattox, edited by James I. Robertson
(Bloomington, IN: Indiana University
Press, 1960). This is still a classic despite
Longstreet's many critics, for he was the
number two Confederate general, and edi-
tor Robertson's annotations are helpful
clarifications and corrections.
Meltzer, Milton, ed. Voices From the
Civil war: A Documentary History of the
Great American Conflict (New York:
Crowell, 1989). This is a collection of
diaries, memoirs, interviews, ballads,
newspaper articles, and speeches depicting
experiences during the war.
Shaara, Michael. Killer Angels (New
York: Ballantine Books, 1974). Although
fiction, this prize-winner inspired the pop-
ular 1993 movie Gettysburg.
Wiley, Bell I. The Lift of Johnny Reb
(New York, 1943) and The Lift of Billy
rank (Baton Rouge: Louisiana State
University Press, 1983. Reprint of 1951
edition). Wiley offers invaluable back-
ground and insights. Some other accounts
are the following:
Woodward, C. Vann, ed. Mary
Chestnut's Civil war (New Haven: Yale
University Press, 1981). A literate and
moving account of life during the Civil
War by a South Carolinian whose hus-
band served in various roles in the
Confederate government.
Highly readable too is John McElroy's
Andersonville, A Story of Reb(l Military
Prisons (Toledo: D.R. Locke, 1879),
though the students should be warned that
this was not only written from memory
years later, but it was an unforgiving
account. This could be balanced out by the
more scholarly, but readable Andersonville:
The Last Depot (Chapel Hill: University of
North Carolina Press, 1994) by William
Marvel, or the reliable William B.
Hesseltine's Civil war Prisons-A Study on
~r Psychology(New York: Ungar, 1964).
This reprint of a 1930 edition remains the
best single source on prisons in the North
and South. .
Lighter fare is found in affable Burke
Davis's The Civil war: Strange and
Fascinating Facts (New York: Crown
Publishers, 1982), which offers a store-
house of trivia from the whimsical to the
tragic. as does Benjamin A. Botkin's A
Civil ~r Treasury of Tales, Legends, and
Folklore (New York: Random House,
1960), with numerous vignettes that make
for good reading.
References for Personnet
It is important, too, to encourage stu-
dents to browse through the school or his-
torical society library, for often gems can be
discovered, such as a diary or letters from
and about local persons who served in the
war. An intriguing account of another
member of the Browns' 126th New York,
located through a historical society; is
Richard E. Lynch's Winfield Scott
(Scottsdale, AZ: The City of Scottsdale.
1978). This is the biography of a minister
who encouraged his Sunday School class to
enlist and who, in cum. was challenged to
be their company commander. He not only
survived four serious gun shot wounds, but
lived long enough to become the founder
of two communities that bear his name-
Scott, Kansas, and Scottsdale, Arizona.
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Another taek to bring the Civil War to the
classroom would be to assign a group of
students to prepare reportson some of the
more familiar and famous participants (as
well as the less so). Useful sources are the
classic illustrated, biographical accounts by
Ezra J. Warner, Gmerais in Gray (Baton
Rouge: Louisiana State University Press,
1959), and the companion volume
Gmmzls in Blue (Baton Rouge: Louisiana
State University Press, 1964). Capsule
biographies of more than 2,500 individuals
connected with the war are provided by
Stewan Sifakos in W1JoWas W1Join the
"Civil ~r (New York: Facts on File, 1988).
A considerably drier source for those who
simply want listings of officers North and
South, including popular names of regi-
ments, is William F. Amann's two-volume
Pmonnelof the Civil ~r (New York:
Thomas Yoseloff. 1961). Even drier is
Francis B. Heitman's two-volume set,
Historical&gUm- of the United StatesAmry
(Washington: Government Printing Office,
1903), which offers very brief biographical
information on the regular army officers.
Popular Songs, Videos, and Movies
In this electronic age, the Students would
certainly enjoy (and learn from) popular
songs of and videos or movies about the
Civil War, including the following:
Popular Songs
There are any number of sources for
lyrics of and the history behind popular
songs during the Civil War, such as
Commager's The Blue and the Gra~which
includes such well-known songs as "John
Brown's Body," "Battle Hymn of the
Republic," "Tenting Tonight," "Maryland!
My Maryland" (or "General Lee's
Wooing"), and "Dixie," reputed to be a
favorite of Lincoln. Among the sources are
the following:
Glass, Paul. Singing Soldiers:A History
of the Civil ~r in Song (New York:
Grosset & Dunlap. 1964) is considered a
fine collection of songs of both sides in the
conflict, with introductory notes.
Scott, John A. The BaIJ.uJ of America:
The History o/the UnitedStatesin Songand
Story (New York: Bantam Pathfinders
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Prison survivor's medal. Photo reproduaion by
Ronald Pretzer, from the collection of the author.
Edition, 1972). Chapter 5 deals with the
Civil War.
Silber, Irwin. Songr of the Civil ~r
(New York: Columbia University Press,
1960). Although old, this still may be one
of the best and most complete collections.
Whitman, Wanda w., ed. Songr That
Changed the World (New York: Crown
Publishers. io969). Its subtitle. "300 of the
Most Influential Songs in the Course of
History," gives away its intent.
Movies. Television.Videos
Battk Cry of Freedom(Aclamon Music,
P.O. Box 6342, Syracuse, NY 13217) is a
collection of classic 19th Century
American pop songs, including the title
song and "The Yellow Rose of Texas" by
Don Laird, Jr.
The Civil ~r, 1991, by Ken Bums,
probably the: most popular series on the
Civil War, is available through PBS and at
video retailers nationwide.
Civil ~r Journal 1993, Arts and
Entertainmenr network, a weekly series
that featured twenty-six hour-long
episodes, much as was done with the
American West earlier.
Glory (Tri Star Pictures, 1989). This is
the stirring, though occasionally inaccurate,
account of the 54th Massachusetts
Volunteer Inf.uury, the war's most famous
Black-American regiment ..
Gettysburg. TNT. Based on Shaaras
novel Kilkr Angels,it was years in the mak-
ing before its showing in October 1993.
Reviews have been particularly positive.
Songr of the Civil ~r (Camelot
Records, 18520 Hazel Lane, Leavenworth,
WA 98826). This consists of three sets of
videos or cassettes by Dave Matthews and
Susan Jacobson.
The Lessonsof Glory: A Film Guide
Vuko (Eastman Kodak in cooperation
with Tri Star Pictures, 1989) is an excerpt-
ed twenty-eight-minute version that looks




Cenainly by this point (if not long
before), the students would want to know
what the Browns, the Bassetts, or any
other soldier in whom they have taken an
interest looks like. Photos are often found
in historical societies that have obtained
them from defunct GAR (Grand Army of
the Republic) halls, from collectors, or
from donations by families. (Photos of
Mosher found in his handwritten diary
ranged from his enlistment through a fur-
lough and release from Confederate pris-
ons to shortly before his death at 78.) The
incomparable source for photographs is
Francis T. Miller's The Photographic
History of the Civil war (New York: The
Review of Reviews, Company, 1911).
This ten-volume set is the best single col-
lection of photographs of the Civil War,
many of which are very graphic. Amply
illustrated, too, is Geoffrey C. Ward's The
Civil ~r: An Iilustrated History (New
York: Knopf, 1990), the companion to
Ken Burns's The Civil ~r series that
I
I I
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in the army?" "Who from the communi-
ty encouraged enlistments?" Students
could also read contemporary newspapers
and periodicals from other parts of the
United States.9
Possibly, someone has given a talk
about the community during the CtviI
War and has filed the notes or printed
speech in the historical society office. A
group of students might volunteer (or be
strongly encouraged) to see what that file
contains and begin a more thorough. but
guided. search of the office.
This would likely lead to the suggestion
.. that the students look at a copy of the
"Muster Rolls" or Adjutant Generals
repcrts.l" From the former. they would
soon see how hard it is to decipher the
spelling of names written in someone's
hand OVer 130 years ago and why there
were so many -misspellings of soldiers'
names. But in cases like the New York
State example presented here. they would
probably find the names Brown. Bassett.
or Mosher. when and where they enlisted.
who enlisted them. their ages. when they
mustered in (were officially inducted into
the Union army). and their regiments,
Interpretive Accounts of
the eivilWar
It would turn out that while Mosher
enlisted almost six months after Lincoln's
first call for 300.000 volunteers. the
Browns and Bassetts waited almost anoth-
er full year. The students could easily learn
about Lincoln's April 1861 call after the
secession of the Southern states and the
capture of Fort SUmter from their text or
general sources. Examples are James
McPherson's acclaimed Battk Cry of
fu~dom (1988). Harry Hansen's Tbe Civil
\%r(1961). a dated. but useful single-vol-
ume treatment of the war. or the classic by
James G. Randall. The Civil war and
Reconstruction (1937). For the more ambi-
tious students. another writer is Shelby
Foote. a novelist whose reputation grows
due to his three-volume history. Tbe Civil
\%r: A Na"ativ~ (Fort Sumur to PmyviIk,
1958). the first volume of which is rele-
vant here.
Why did Private Mosher wait SIX
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Reenlistment fann of Private Charles Mosher,
January I 1864.Photo reproduction by RooaId
Pretzer. from the collection of the author.
months; the Browns and Bassetts four-
teen? Was Mosher more patriotic? How
were soldiers enlisted? And how did the
Browns and Richard Bassett get to be offi-
cers. while Bassett's brother Erasmus was a
sergeant and Mosher only a private? Back
to the local newspapers in the local library
or the historian's office. to the "Muster
Rolls," or to Francis Lord's TheyFoughtfor
th~ Union (1960. Chapter 1. "Recruiting
and Drafting").
More References
After this beginning. more questions
will hopefully arise: "After their enlist-
ments, what happened next? Where did
they get their uniforms. rifles. and 'accou-
trements'?" "What kinds of drills did they
engage in?" Such information and more
can be found in TheyFoughtfor th~ Union;
in Jack Coggins's Arms and Equipmmt of
th~ Civil war (1962); in Patricia L Faust's
edited volume Historical Times /Ilustraud
Encyclop~dia of th~ Civil war (1991); in
Mark M. Boatner's Civil war Dictionary
(1988); or in Fred A. Shannon's The
Organization and Administration of th~
Union Army. 1861-1865 (1965).11
Our teacher might recall a Civil War re-
enactor friend (or friend of a friend) who
participates in mock encampments and
battles. (The teacher also could contact a
nearby Civil War Round Table for names
of re-enacrors.) At about this 5taF in the
unit. a re-enaceorcould be handy for a ques-
tion-and-answer (and show-and-rdI) ses-
sion on Civil War uniforms. arms, and
"accoutrements." Equally important, he or
she might well know about Military Service
Records in the National A.rchMs. whereby
the students could obtain details about the
actual service of the Browns, Bassctts or
Mosher (or the students' ancestors).12This
could be an assignment for anodler group
or individuals in a particular group. though
receipt of the records could take most of a
school year.
The re-enactor could also refer the stu-
dents to other sources about military
engagements of the 126th or 85th New
YorkVolunteer infantries or whatever unit
or units a particular soldier might scm: in.
The most significant source is TJx Zr of
the Reb~/Iion:A Compilation of tIN 0.fIicia1
Records of th~ Union and ConfoJnau
Armies, Washington: 188()"'1/191 in 128
Volumes, or its shorthand, 0fJiciaI Rmm/s
or more simply ·O.R. •••and its compan-
ion volumes on the opposing navies.
Almost as valuable are Frederick H. ~r's
A Compendium of th~ war of the .RebJJion
(1959). which lists Union regiments.
brigades. and corps and traces their
engagements in the war. and the even
more extensive treatment by Frank J.
Wdcher. Th~ Union A~ 1861-1865,
Organization and Opnrztions (1989 and
1993) in two volumes representing,
respectivdy. Vol. I. "The Eastern Theater."
and Vol. II. "The Western Theater."13
The re-enactor or historian also would
likdy suggest to the students that they
consult the primary source for determin-
ing whether anything has been written
about these regiments. The first source to
consult is Charles E. Dornbusch's Military
Bibliography(1961), which consists of five
volumes plus an index. Unfortunately.
there is no comparable set for Confederate
units. Equally indispensable are Allan
Nevins, James I.Robertson, Jr., and Bell I.
Wiley's Civil war Books: A Criticill
Bibliography (1967). a two-volume set.
which, unfonunatdy. is becoming outdat-
ed. and Philip Hamer's A GIIitk 19ATdIiws
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appeared on PBS in 1992 and that
chalked up phenomenal sales thereafter.
Additionally, the local or county historical
society might well have artifacts from the
Civil War, such as dug bullets, kepis, uni-
forms, sabers, rilles, Ilags, etc. 16 Local and
national cemeteries are unusual but inter-
esting places to learn about Civil War sol-
diers, other local personages, and practices
of honoring the dead.'?
Summary
Clearly, excitement in the classroom
can be generated by finding and reading
accounts by participants, regardless of
rank or station, if students are adequately
prepared. Although typically these letters
and diaries indicate only how the soldiers
wished to be home or how frustrating it
was to march in dust and sleep in rain,
many provide poignant memories of the
trials of those who engaged in that fratri-
cidal conflict. The letters home of a pri-
vate in Mosher's regiment who left behind
a wife and three small children and died at
the infamous Andersonville Prison August
15, 1864, are particularly poignant.
Another comrade kept a diary until
Tuesday, August 9, when there appeared
in someone else's handwriting: "Asa W.
Root Died 13th 8 O'clock in the morn-
ing. Died very easy. Laid down and never
struggled, the first they knew he was dead,
they shook him." Or take the account of
the death of Major General J.E.B. Stuart,
the Confederate's famous [eb Stuart, by a
Sixth Virginia Cavalry private. After hear-
ing Stuart holler, "Steady, men, steady.
Give it [0 them," the writer saw Stuart reel
in his saddle; "His head was bowed and
his hat fell off." Carried off by his men,
Stuart kept shaking his head with an
expression of the deepest disappointment.
He died the "next day, May 12th. "18
Imagine offering to students photo-
copies of letters or diaries like these,
whereby the students can become part of
the drama that may be America's saddest
and most enduring, historical period.
Yank or Reb, the actors come alive in the
many accounts available to the teacher
who brings the Civil War into the class-
room--or vice versa.
Charles Mosher on furlough, February 1864.
From the collection of the author:
Notes
I' Brown, Morris, Jr. Letters. Brown Scrapbook.
Hamilton College Archives. July 4. 1863. .
2 Brown. Ira Smith. ibid.
3 Ibid.
4 Scott. Winfield~ "Pickett's Charge." Gziijomilz
Comrruzn4ny of 1M Military Order ofth~ Loyal Legion
of 1M Uni~d Starn (February 8.1888): 6.
5 Bassett, Richard A. Letters. August 7. 1863.
Bassett Collecricn, Ontario Counry Historical
Library. Canandaigua. New York.
6 Bassett. Richard A. Ibid.. July 7. 1863; Jessop.
Edwin. Diary. July 2. 1863. courtesy of his great-
great nephew. Clark Jessop.
7 This is a srory in itself. Ir began with a letter ro
Frank K. Lorenz. Director of Publications. Hamilton
College. Clinton. New York. who doubles as curator
of College Archives. Then after more chan a year's
correspondence. Lorenz wrote, "Something totally
unexpected and remarkably coincidental occurred."
(Sidebar accompanying an article by this author,
"Morris is a Hero." 1991-92: 1I). A note appeared
on Lorenz's desk to call "Chris" in Nashville. It seems
Chris had discovered a scrapbook of letters from a
Civil War soldier, "Morris Brown," which he wanted
to sell. Mter Lorenz recovered from his astonishment
and authenticated the scrapbook. he began negotia-
tions that resulted in the college's acquiring whar is
now the Morris Brown collection.
8 Mosher was a character worrhy of a novel. Often
AWOL for short. undiscovered periods of time while
he foraged for food. Mosher found adventure almost
everywhere. However. rhe final chird of his diary is the
tragic story of sulfering and the deaths of comrades at
three Confederate prisons. It is now in print. Wayne
Mahood. ed. Char/U MOsMrr CiuiJ ~r (1994).
9 It is impossible to list a satisfactory sampling.
but in addition to local newspapers some instructive
sources are the Charleston Mm:ury (possibly the most
vitriolic secessionist paper of the time). the New York
Tribun« (possibly the most influential northern
newspaper by an erratic publisher). the Nnu y"rk
Time; rhe Chi~1IJOTi7rUt. the RirhJMNi &"",in", or
periodicals such as Frank Leslie's IUWtrllUd
NrwtpIIP"' TM Atltmtic Mtmthiy. and Harprr's Nrw
Monthly Matll%i~.
10 In New York Stare the "Muster Rolls" are for-
mally tided A &cord of th~ Commissionrd Officm.
NtmcommissioMd Offiurs and Priuates of th~
R~mmts which wm! organiud in W Sta~ of Neu:
y"rk and Gzikd into smnu of 1M U"ilNi Sl4tn to
assist in suppmsing Ihr &brliion (Albany. NY;
Comsrock and Cassidy. Printers. 1864). Herein are
the hand-written alphabetical names of the New
York soldiers who enlisted in each regiment (infantry.
cavalry. or arrillery) by rank. age. date. and site upon
enlistment. However. these: listings do not represent
all of the members of those regiments. for names of
later enlistees and draftees will not appear. Nor will
women soldiers' names appear. for they enlisred
under assumed names.
The Adjutant Generals reports, alphabetical list-
ings of members of regiments and brief service
records. were compiled by most of the states of the
Union long after the Civil War and tend to be more
accurate rhan rhe "Muster Rolls." These reports can
be found in county historical societies and libraries,
as well as many college and university libraries. the
National Archives. and the U.S. Army Military
History Institute at Carlisle Barracks. Pennsylvania.
11 Coggins's has long been a popular book. espe-
cially among its intended readers. juveniles. because
of its attractive illustrations. while Faust's one-vol-
ume resource provides more than 1.000 pho-
tographs. 67 maps. and 2.000 entries. With more
chan 4.000 entries, this gem by Boatner helps the
reader know more about. personalities. campaigns.
organizations. engagements, weapons. etc, Shannon's
rrearment in twO volumes is unusually helpful to
understand how the Union army carne about and
functioned. including such mundane matters as how
the soldiers were clothed. fed. even how they received
and boiled their old standby. colfee.
12 The Military Service Record is just that-it
details a soldier's bi-monthly muster for pay. where
and how much he was paid. whether he was absent
or wounded, etc. A form for searching the Military
Service or Pension records of veterans of various wars
can be obtained from the National Archives. the
address of which is General Reference Branch
(NNRG). National Archives and Records
Administration. 7th and Pennsylvania Avenue. NW,
Washington. DC 20408.
13 The "O.R." represent the unquestioned
source for rhe serious researcher. offering formal
reports and correspondence of all the military opera-
tions, Union and Confederate (Series I); correspon-
dence. returns. and reports of Union and
Confederates regarding prisoners of war (Series 11);
correspondence. orders. reports. and returns of
Union authorities (state and federal) not related ro
the first two series (Series III); and a companion one
for Confederate authorities (Series IV). Not surpris-
ingly. to locate specific reports. correspondence.
orders. or returns. one must turn to the Index. which
lists wrirers of (or subjects of) the reports or corre-
spondence by Series (always roman numerals) and
volume in the particular series (arabic numbers).
After locating the particular volume. it is necessary to
look in the index of that volume for the specific page
reference. For example. consulting "O.R.." Ser, I.
Vol. XXVII. pages 367. 473 would verify chat
Caprain Morris Brown. whose letter ro his parents
was quoted at the beginning. did. in fact. capture a
Confederate llag at Gerrysburg and receive a Medal
of Honor for doing so,
Originally published in 1908. Dyer is the oldest
and most commonly cired source for derailed infor-
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ARTICLES
The following articles are included because they address current issues in
education, and/or give suggestions and ideas useful for the teacher of a fifth grade class.
A section on articles can always be expanded, and this is by no means designed to be an
exhaustive list, but only a taste of what is available for teachers' benefit. A few articles
also include resource information for obtaining useful and free material for the classroom.
BY TARRY LINDQUIST
Our Earth J Our Responsibility
Five ways to uncover science in popular social studies topics
When Iwas a or must government make.. beginning them?What if citizens. . teacher, Itaught don't do the right thing?
science during science time What is the right thing?
and social studies during My classroom .
social studies time,and wor- becomes aforum where
tied that Iwas teaching too we air our ideas and try
much social studies and not out solutions as kids act
covering enough science= out a living continuum.
or vice versa. Not anymore. I·. Here's how it works: We
start with science by having draw ail imaginary line
kids investigate the causes across our classroom and
and effects of environmental identify one side as "indi-
problems they're concerned viduals who think they
about, then add social stud- should never be told
by having them delve Tarry's students take responsible stands on the environment. what to do because
into issues that revolve around these quartile. (To make a quartile, fold a they'll do what's right." The other
problems. In this column you'll find piece of paper in half, and then into represents "individuals who believe
five environmental concerns your quarters so it opens like a book with the government has the responsibili-
class could tackle, plus strategies for four pages.) On the quartile Iask the ty to make people do the right
connectlng.them to social/studies, citi- kids to show four ways the energy thing." Iask students to take their
zenship, and literature. they use harms the environment, stand along the continuum-the far-
then open up the quartile and draw ather they are from the center, the
cartoon of themselves doing some- more strongly they feel. Once the
thing environmentally beneficial. kids are in place, I invite them to
literature connection: Dinosaurs explain their positions, alternating
to the Rescue by Laurie Krasny Brown sides as the discussion progresses.
and Marc Brown (Little Brown, 1992). Kids practice listening, arguing per-
suasively, and keeping their com-
ments appropriate and courteous.
The next day Igive students a
chance to change their opinions.
literature connection: '(he New
State of the Earth Atlas, edited by
Joni Seager (Simon & Schuster, 1995) .
THE ISSUE:
ENERGY CONSERVATION
Strategies to try: Americans spend
billions of dollars on energy each
year, so my students construct sur-
veys on energy uses, create scientific
experiments to demonstrate the
kinds or principles of energy, and
brainstorm the ways we waste ener-
gy.Afterward, I introduce the cartoon
•
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Strategies to try: Learning about the
causes and effect of ozone depletion is
a fascinating study in science.
Determining how to live so that the
ozone is protected is a lesson in civic
decision making that helps students
explore the notion of individual
responsibility versus governmental leg-
islation:Wtll citizens do the right thing
THE ISSUE:
DEFORESTATION
Strategies to try: My students gain f






























































edge and hone the!! cooperation
skills by creating murals of rain
forests that accurately depict trees,
vegetation, and animals in their nat-
ural settings. We then use the
murals as visual storyboards to
chronicle the destruction of forests.
As mural trees get "chopped" down
and animal life becomes displaced
or extinguished, children experi-
ence vividly how industry
encroaches on forests.
Literature connection: TheGreat
.Kapok Tree:A Tale of tbe Amazon
Rain Forest by Lynne Cherty
(Harcourt Brace Jovanovich, 1990).
THE ISSUE:
SOLID WASTE/LANDFILLS
Strategies to try: What happens to
garbage is a major problem in many
communities. My students take
informative trips to local
landfills and then tour our
school to teach school-
mates about the complexity
of solid-waste issues. One
year they created placards and
one-minute real-people commercials
in which they identified a waste
problem and its causes and suggest-
ed one thing kids could do about it.
The awareness-raising commercials
taught how to precycle and recycle.
Literature connection: ThePaper




"Strategies to try: When my stu-
dents and I explore the animals and
plants of the country or region
we're studying in social studies, we
spend time on endangered species.
Primary students create an ABC
chart, drawing a picture for each let-
INSTRUCTOR
ter of the alphabet to identify ani-
mals and plants of the region. They
signal endangered species with a sad
face or other appropriate symbol.
Older students research the life
cycles of different endangered
species and prepare reports.
Literature connection: World
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HANDS-ON SCIENCE BY LYNNE KEPLER
Tap into the Magic of Maps
Activities that take kids' mapping skills to new heights
What are maps and whywere they invented?Asking your students
this question can be the start of
a learning journey that connects
science across the curriculum
and makes students aware that
people use maps for all sorts of
purposes.
You can tie maps to math by
measuring distances and eleva-
tions, to history by exploring the
names of places, and to language
arts by having children compose
directions to a destination. Here '
are two activities that help build
children's mapping skills.
MAKE BIRO'S-EYE-VIEW MAPS
Concept: Maps are a tool to help us
understand our world.
Skills: observing, comparing, measur-
ing, predicting, interpreting
Materials: pencil, paper, a collection
of maps
Befo'l"e You Begin:
Set up a map .area in your room where
students cart work and use the map
collection. (Travel agencies, museums,
planetariums, zoos, chambers of com-
merce, agricultural extension offices,
and state park offices are all good
sources of free or inexpensive maps.)
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types 'of maps that exist. There are
street maps to direct us around a
city, lake maps detailing water
depths, and star maps to guide us
through the night sky, just to name a
few. Help students understand that
maps are designed for specific audi-
ences and purposes. So a map of the
historical sites in a city, for example,
will look different than a map of the
city's subways. The more you expand
children's conception of maps
beyond the road maps and
atlases they're probably familiar
with, the more fun they'll have
with these activities.
Steps:
1 Have students look down at
their shoes, then describe what
part of their shoes they see (top
of shoe, laces) and what they
don't see (soles, designs on the
side of the shoe, and so forth).
2 Have kids look at their desks
and imagine that they are birds
flying overhead. Ask them to
draw their desks the way a bird
would see them.
3 Next, have small groups of stu-
dents work together to develop a
map of the classroom, from a bird's-
eye view. (For more bird's-eye-view
mapping experiences, students could
also make maps of the playground or
of their own home. To get the right
views, encourage them to-careful-
Iy!-perch atop a jungle gym, a
kitchen countertop, a backyard tree
branch, and so on.)
4 Display students' maps, along with
the other maps, in your class collec-
This month's mapping activities reflect the National
Science Education Standards' call for teachers to
teach for an understanding of science and tech-
nology. The activities demonstrate for students
how groups of individuals have worked together to
create technological tools-such as maps-to help




















































tion. Guide students to note how many
maps are done from a bird's-eye per-
spective. Why do they think maps are
done from this vantage point? (This
perspective affords an overall view of
an area so that the map reader can see
50
relationships between places.) Wrap 40
up this lesson by reading aloud As The 30
Crow Flies:A First Book of Maps by 20
Gail Hartman (see Resources). 10
MAKE TOPOGRAPHICAL MAPS
Concept: Topographical maps are
composed of lines representing the
elevations of areas above sea level.
Skills: observing, comparing, mea-
suring, predicting, interpreting
Materials: reproducible on page 32
(one per student), pencils, rulers
Steps:
1 Hand out a copy of the repro-
ducible page to each student. Explain
to students that each contour line (on
this map they're all ovals) represents a
10-foot change up or down in eleva-
tion. Can they guess what this area
looks like to someone standing at the
X? Is this area flat. or hilly? If there are
hills, are the slopes steep or gentle?
Are all the hills the same height? Let
students sketch their ideas on a piece
of paper or on the chalkboard.
2 Using the reproducible page,
demonstrate how students can make
a profile of this area. First, pick a spot
on the left-hand side of the top eleva-
tion (50 feet). Use a ruler to draw a
line from this spot to the 50-foot line
on the grid. Find a spot on the right- v
hand side of the 50-foot contour.
Again, use the ruler to draw a line
from the contour lie down to the 50-
foot line on the grid. Now invite stu-
dents to give it a try, and then have
them repeat the process with the 40-
foot contour, the 30-foot contour, and











maps should reveal the profile of
two hills, as shown here.
contour, you'll notice that there are
two 30-foot contour markings. This
represents a second hilltop. Repeat
the above procedure for this hilltop,'
drawing lines down from the 30-foot,
20-foot, and 10-foot contour lines. The
illustration above will help you guide
students-their finished maps should
look something like this one.
3 When students have finished draw-
ing lines down from each contour,
they can connect the ends of the
lines on the grid, forming a profile.At
this point, discuss with students
what they can learn by comparing
the contour map and the profile.
How does this profile compare with
the students' original sketches?
Discuss with students the possible
uses of topographical maps. Who is
helped by the information provided
on these maps (hikers, construction
workers, surveyors, farmers)?
EXTENSION ACTIVITY
Reproduce areas from actual topo-
graphical maps of where your school
is located. (You can find topographi-
cal maps at sporting-goods stores,
your county courthouse, or a local
agricultural extension office.) Select
small (l-inch-square) areas that show
concentric lines. Let students try to
sketch a profile first, then actually
draw down lines (see steps 2 and 3).
Many more activities can be found in
How to Teach with Topographical
Maps (see Resources).
ACROSS THE CURRICULUM
Art, Language Arts: Have small
groups of students create a map for
the setting of a favorite book.
Students should diagram and label
points of interest, places where plot
highlights occur, and even include a
scale showing distance, if this infor-
mation is provided in the book.
Social Studies, Art: Help students
locate maps of your town as far back
in time as they can. How do these
maps compare with current ones?
What can they learn about their
town from looking at these maps?
Invite students to draw a map show-
ing what they imagine the town will










PROJECT WILD LESSON PLANS
The following lesson plans are taken from a resource book for teachers called
Project Wild. Project Wild is designed as a compilation of outdoor education lesson plans
to encourage students and teachers alike to explore the world outside of the classroom
walls and consider that as much a learning place as the classroom itself The world
outside the school walls has much to offer students. The issues that are dealt with in this
book are relevant to our society today, and engage children in investigating, decision
making, community service and research, and citizen responsibility. These lesson plans
also have integration possibilities and these are cited in the works themselves. I have
found Project Wild to be an exciting and helpful resource, and have included some of the
lessons that deal with the social sciences in the pages that follow.
r
THE POWER OF A SONG
OBJECTIVES
Students will be able to: 1) analyze popular music for
environmental messages; and 2) interpret some influ-
ences of popular music and other art forms on peo-
ple's environmental attitudes.
METHOD
Students listen to songs and analyze lyrics.
BACKGROUND
Art reflects the artist. It may also influence one who
sees, hears or feels the art. Social attitudes toward en-
vironmental issues are affected by the communica-
tions media, including the classical and popular arts.
234
Historical and contemporary artists have expressed
their views about issues, including environmental is-
sues, and have influenced others in the process. The
Transcendentalists of the 19th century United States-
including Bronson Alcott, Ralph Waldo Emerson and
Henry David Thoreau-influenced some of their gen-
eration through their teachings and writings. Their in-
fluence continues.
Artists may influence different people in different
ways. For example, Joan Baez and Jane Fonda are rec-
ognized as talented artists both by people who strong-
ly agree and those who strongly disagree with their
political views on specific issues.
John Denver is a popular songwriter and performer
who has consistently included what may be described
as an environmental theme in much of his music, and
has made a statement with his music to public offi-
cials as well as private citizens. For example, "Rocky
Mountain High" has been identified by some as hav-
ing had a role in the decision not to bring the Winter
Olympics to Colorado in the early 1970s.These words
in that popular song spoke to the issue:
Now his life is full of wonder
But his heart still knows some fear
Of a simple thing we cannot comprehend
Why they try to tear the mountains down
To bring in a couple more,
More people, more scars upon the land ... "
From "Rocky Mountain High." Words by John Denver,
music by John Denver and Mike Taylor. Copyright 1972,
1974 by Cherry Lane Music Company. All rights reserved.
John Denver spoke and sang to the Ll.S,Congress in
Washington, D.C., on the Alaska Land Bill issue. Mr.
Denver was in favor of protection of Alaska lands as
wilderness areas. He sang from a series of songs he
has written about Alaska, including "To the Wild
Country." Mr. Denver has also spoken and sung be-
fore a meeting of the International Whaling Commis-
sion OWC) in support of a cessation of world-wide
commercial whaling. Mr. Denver sang, "I Want to
Live." Mr. Denver sang his song, "It's About Time" to
a congressional subcommittee as part of his testimony
in support of what recently became law as the Nation-
al Environmental Education Act.
These are a few examples of the strong environmental
statements in one songwriter's lyrics and perfor-
mances. Look also at the musical writings of: Dan Fo-
gelberg, Jackson Browne, Joni Mitchell, Jimmy Buffett,
Judy Collins, Stevie Wonder (The Secret Life of Plants),
Paul Winter, U-2, Alabama, Hammer, The Grateful
Dead, Michael Jackson, Midnight Oil, Garth Brooks,
Dolly Parton and Sting. Your students will be able to
add other artists to this list. Traditional songs such as
"Home On the Range," "Wild Mountain Thyme,"
"Woodsman Spare That Tree" and" April Showers"
could also be used.
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The major purpose of this activity is for students to
examine the role of the arts and other communica-
tions media in influencing the attitudes of people. In
this case, the influence is narrowed to people's atti-
tudes about the environment and issues affecting it.
MATERIALS
radio; records, tapes or song books as sources of pop-
ular songs
PROCEDURE
1. Ask the students to listen to the lyrics of popular
songwriters in contemporary music. Look for any
artists who include lyrics with an environmental
message.
2. Bring examples of music with an environmental
message to class.
3. Listen to the lyrics. If possible, obtain written ver-
sions of the lyrics to at least one song. Identify the
particular issues being written about in these songs. If
necessary, find out more about the issues in order to
attempt to better understand the perspective of the
artist as conveyed in the lyrics.
4. The students may find that few contemporary
artists include lyrics about environmental issues. Dis-
cuss why or why not. Talk about why some might
and others don't. Discuss whether people are influ-
enced by the work of popular artists, as in this case-




1. Invent your own environmental song! Songs could
be about a specific issue, a favorite animal or general
feelings about the environment. Share your song with
family, friends, other students at school, your local
politician or anyone else who might enjoy your musi-
cal expression!
2. Look for songs and lyrics with harmful environ-
mental messages. Look for songs and lyrics with up-
beat, hopeful messages. Look for those that seem to be
calling for action.




1. Dale and Linda Crider have written a whole book
of songs about water, aquatic wildlife and aquatic
habitats. It is called "The Watersong Book." Various
tapes of Dale and Linda's have songs with water and
aquatic themes. Information about the availability of
any of these tapes for purchase may be obtained by
writing Anhinga Roost Music Company, Route 2, Box
342T, Gainesville, FL 32601. Dale and Linda have
been involved with Project WILD since some of its
earliest days and wrote the song, "To Be Wild," that
appears in this book.
2. Aquatic themes are abundant in traditional songs
as well as some contemporary songs. Sea chanties,
"Oh Shenandoah," and John Denver's song, "Calyp-
so," are examples. Listen to a variety of songs with
aquatic themes. Analyze their lyrics. Look for exam-
ples of ecological concepts, historical information, po-
litical messages, and examples of the many ways that
people value water and aquatic environments.
EVALUATION
Describe the ways, if any, in which you believe music
and other art forms influence people's attitudes. In
what specific ways, if any, do such art forms affect
people's attitudes toward the environment?
Age: Grades 6-12
Subjects: Language Arts, Music, Social Studies
Skills: analysis, discussion, evaluation, listening
Duration: one 30 to 45-minute period
Group Size: any
Setting: indoors or outdoors
Conceptual Framework Reference: I.D., I1.A., I1.A.l.,
II.A.2., I1.A.3., Il.AA., V.A.4., V.A.S., V.A.6., V.B., V.B.l.,
V.B.2.
Key Vocabulary: music, song, lyrics, influence, attitudes
Appendices: Local Resources
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I To be WILD
by Dale and Linda Crider
• By DALE and LINDA CRIDER
Oh, to be _ to be wild _ and free like an ea - gle 0 - ver the land;_
Em A7 0 FINE-$-
~ A r I I
~ v_O
Oh, to sing, _ to be wild and sing __ all 0 - ver A - mer - i - ca _ a - gain. __
~I
I. 0-ver the moun - tains, for - est, 0 - ver the plains; __ O-ver the riv -ers, marsh-es
2. Wild is the wild - est word, why can't it be more? More than the moun-tains, more#t D 112. D D Em
~!
(all) wild life do-main, Wild is the free-est word _ we can ev - er sing; __
than the 0 - cean shore; Wild -life of tun-dra, marsh-es, lakes and for - est floor;
__ Oh, to be, to be r wild. Yes, wild _ is the wild-est life, _ im-ag-
__ Wild is this and more.
. '
- ine, if _ you can, _ Un-tamed by zoos or cag - es; Wild is wild - er than _ the
~
wild-est thing im-ag - ined by _ do - mes - ti - cat - ed man. __ Wild all 0 - ver A-
. ,
~
mer - i - ca _ a - gain! _ Oh, to sing _ this song, _ to be _ wild is why. The
~





o - ver the plains,_ Wild _ all 0 - ver A - mer - i - ca __ a - gain.
(Repeat Chorus)
© COPYRIGHT 1983 by ANHINGA ROOST MUSIC. Gainesville. Florida
INTERNATIONAL COPYRIGHT SECURED MADE IN U.S.A. ALL RIGHTS RESERVED
FIRST IMPRESSIONS
OBJECTIVES
Students will be able to: 1) distinguish between reac-
tions to an animal based on myth or stereotype and
those based on accurate information; and 2) recog-
nize the value of animals' contributions to ecosys-
tems--even those that people sometimes respond to
with fear.
METHOD
Students react to a variety of photos as a beginning to
study of contributions of a range of animals.
BACKGROUND
Many people don't like spiders. Their first reaction
may be to recoil if they see a spider; their second may
be to kill the animal as quickly as possible. And yet
most spiders are harmless to people. In fact, spiders
are important contributors to healthy ecosystems.
Spiders are not the only wildlife that frequently raises
a response of fright in people. Wolves, snakes and
bats elicit fear among many people in a number of
cultures. Bats, however, are viewed as signs of good
luck among some people in China. Reactions may
vary from species to species in different cultures.
This activity is designed for students to examine their
spontaneous reactions to different animals-separat-
ing reactions based on information and experience
from those based on misinformation and myth.
The major purpose of this activity is for students to
recognize that all animals are important contributors
to ecosystems.
MATERIALS
large photos or drawings of a variety of animals, in-
cluding some the students might think are "cute" and
some they might think are "scary."
PROCEDURE
1. Prepare a series of large photos or drawings of a
variety of different kinds of animals. As you show a
photo to the entire group of students, ask them to take
turns saying the first word that comes to their minds
as they look at the picture.
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2. With younger students, take the time yourself to
write the name of the animal and the words the stu-
dents suggest on the chalkboard. With older students,
have at least two students serve as recorders, writing
the words on the chalkboard for the whole group. Let
the recorders share the words they think of too, if
they like.
3. Ask the students to identify the animals on the list
that seemed to generate a response of dislike or fear
and those that seemed to generate a popular and gen-
erally favorable response.
For Older Students
4. Divide the students into teams with each team
asked to find out more about one of the animals. In
their research, they should find out whether the reac-
tions of the students to the animals were based on ac-
curate information and experiences or were based on
misinformation and inadequate information. Each
team should prepare a report to present, including a
description of the importance of the animal's contri-
bution to the ecosystem.
5. Ask the students to present their reports. Talk
about the values and contributions animals make-
from ecological to aesthetic. Identify animals, if any,
where the students change their feelings based on
having additional and more accurate information.
Identify animals, if any, where the students don't
change their views. Talk about "first impressions:'
contrasted with the importance of basing perceptions





4. Ask everyone to help choose an animal that seems
especially scary. Tell the students that this animal
makes a contribution to the environment in which it
lives-and you'll find out what! On your own, or
with the help of a local resource person, find out more
about the contributions this animal makes-and re-
port back to the students! If possible, and safe, bring
in the animal for the students to get to know. See Ex-
tensions below. Talk about "first impressions" con-
trasted with reactions based on knowing more about
the animal.
EXTENSIONS
1. Bring in one or more live animals-harmless, but
ones that students might not want to get close to. For
example, such animals might include a large non-poi-
sonous snake, large non-poisonous spider, toad, or
caterpillars. (Make sure the students do not hurt the
animal and that the animal cannot hurt the students.
Care should be taken in advance. of removing any ani-
mal from the wild to make sure that it can legally be
moved. If the animal was taken from the wild for this
activity, see that it is returned safely-exactly to the
place where it was originally found if at all possible-
at the conclusion of the activity. See the National Sci-
ence Teachers Association's Guidelines for Responsible
Use of Animals in the Classroom in the Appendices for
additional guidance concerning care of the animal.)
2. Draw a picture of a "favorite" animal and one of a
"scary" animal. Write a short story about each-in-
cluding the value of each.
3. Classify animal groups; e.g., mammals, spiders, in-
sects. Which groups seem to be most "loved,"
"feared," etc.
4. Work in small groups to select an animal that has
a negative image for some people. Write an advertise-
ment or produce a simulated television commercial
for that animal and include the positive things the an-
imal does for the community. Share the results!
AQUATIC EXTENSIONS
Prepare a series of large photos or drawings of a vari-
ety of different kinds of aquatic animals. Select a
range so that there are likely to be some that you or
others may have a fearful or negative "first impres-
sion" of. Do the activity as described above. Here's
one list of a variety of aquatic animals, just as an ex-
ample: mosquito, pelican, trout, frog, dragonfly,
shark, dolphin, sea otter, seal, sea gull, manatee, cat-
fish. There are many different aquatic animals and
they are diverse. Each animal has an important role to
play in aquatic ecosystems.
EVALUATION
L What might someone say about a snake, a spider,
a wolf, and a deer if they liked the animal? What
might someone say about each of these animals if
they did not like the animal?
2. Invent a story. You can tell it or write it. Describe
sorneone's first impression to one of these animals:
brown bat, bullfrog, spider, garter snake, or northern
harrier. Then tell how that person's impression
changes as he or she learns more about the animal.
22
Age: Grades K-6
Subjects: Science, Language Arts
Skills: analysis, comparing similarities and differences,
generalization, listing; additional skills for older students:
description, research, reporting, small group work, writing




Conceptual Framework Reference: II.A.I., Il.A.2., II.B.,
III.B.I., V.A.,V.A.S.,V.A.6.,V.B.I.
Key Vocabulary: fear, environment, feelings, information




Students will be able to: 1) discriminate between real-
istic and unrealistic portrayals of wildlife and other
animals in cartoons; 2) identify possible influences on
people from watching cartoons; and 3) make judg-
ments about appropriate and inappropriate behaviors
they think can result from cartoon watching.
METHOD
Students watch, report, discuss.and evaluate cartoons
on television or in comics.
BACKGROUND
NOTE: This activity can be used as an extension for
"First Impressions" and" And the WolfWore Shoes."
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Donald Duck and MickeyMouse are two prime exam-
ples of universally recognized cartoon characters who
have come to us from the animal world. Many other
animated wildlife and domesticated animal characters
can be found in television and movie cartoons. Satur-
day morning television watching in the United States
offers a wide range of "wildlife watching."
Television animals-including mammals, birds, in-
sects, reptiles, spiders, one-celled organisms and
fish-animated and not, both represent and misrepre-
sent the real world. Sometimes the treatment of these
animals models informed and responsible behaviors.
At other times, it exaggerates the worst of ways to
treat wildlife and other animals.
Cartoons regularly portray animals in anthropomor-
phic fashion; that is, giving them human qualities or
attributes. These may include walking upright, talk-
ing, thinking, and building things in a human man-
ner. This misimpression carries strong implications
for inappropriate future actions toward wildlife and
other animals.
The major purpose of this activity is for students to
discriminate between realistic and unrealistic portray-
als of animals in cartoons, and to make judgments
about what they consider to be positive and negative
influences of such portrayals in cartoons.
MATERIALS
access to television at home for cartoon watching; or
comic books at school or at home
PROCEDURE
1. The required homework assignment is to watch
cartoons! In homes where there is no television, stu-
dents-with parent permission-might make
arrangements to watch cartoons at a friend's house, or
comic books may be substituted for cartoon watching
on television. (The teacher might arrange to have a
supply of comic books with animal characters avail-
able in the classroom. Daily newspapers, particularly
the Sunday comics, have a range of animal characters.
Cartoon videos might also be brought to class.)
2. Ask older students to take notes as they watch the
cartoons, preparing themselves to respond to ques-
tions such as the following: (Younger students should
be given these questions to think about while they are
watching. They could draw a few pictures to help
themselves remember things they want to be able to
talk about in class.)
• Give the names of three animal characters in
cartoons.
• Identify whether the real animals upon which
these characters are based are wild or tame, or
could be either (e.g., duck).
• Describe each of the three cartoon animals: what
it looks like, where it lives, what it eats, how it
behaves, how others treat it.
3. Back in class, ask the students to report on what
they noticed about the ways animals are portrayed in
cartoons. Identify whether the animal characters they
watched were based on real live animals. If so, were
the animals wild, or tame, or could be either? (See
"What's Wild?") Pick one animal and chart informa-
tion like the following. (Older students can each pick
one or more animals and construct such a chart.) For
example:
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EXTENSION OR VARIATION
1. Watch a cartoon at school-like Donald Duck,
Bugs Bunny, Scooby Doo, Sylvester the Cat, or Mick-
ey Mouse. Bring in a tame real-life counterpart for the
students to see, observe, and handle if possible, with-
out harming the animal or the children. Discuss the
similarities and differences between the "make-be-
lieve" and "real" animal.
2. Discuss how make-believe animals can symbolize
human values and attributes. Consider what they tell
us about our relationships, values and behaviors.
AQUA TIC EXTENSION
Be sure to look for any examples of aquatic wildlife
portrayed in Saturday morning cartoons. Add these
to the other examples of wildlife portrayed in car-
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OPTIONAL: Describe what an animal would look
like, where it would live, what it would eat, how it
would behave, and how others would treat it if it
were real=-contrasted with how it was portrayed in
the cartoon.
4. Ask students to discuss the ways they think car-
toons might influence people. What kinds of informa-
tion do they provide? Is the information accurate and
real, not real, or sometimes both? In what ways might
cartoons encourage people to treat animals? Ask the
students to think of one appropriate way to treat an
animal, and one inappropriate way to treat an animal,
that they have seen in cartoons. (Older students: con-
duct this discussion in small groups of two to four
students. Ask each group to report.) After each of the
groups has reported, make a master list for all the stu-
dents to see and discuss that includes:
• real ways to treat real animals
• ways animals are treated in cartoons that they
shouldn't be treated in real life.
After looking at the completed lists, make any addi-
tions the students think are too important to leave off.
EVALUATION
1. Describe five things that cartoon animals can do or
that can happen to cartoon animals that are not true
for wild animals or for pets.
2. Describe three ways that cartoon-watching might
affect how people act toward animals.
3. Make a suggestion for how to help people distin-
guish between real and "make-believe" in cartoons
and comics. Explain your reasoning.
4. Create two stories that portray the same animal.
The stories can be acted out or drawn. In one story
show the animal realistically. In the second story
show the animal unrealistically. Explain how each of
these two stories might affect how people think about
the animal.
Age: Grades K-6
Subjects: Language Arts, Social Studies, Science
Skills: analysis, classification, comparing similarities and
differences, discussion, evaluation, observation (older stu-
dents: reporting, small group work, synthesis)
Duration: one or two 20 to 3O-minute periods
Group Size: any
Setting: indoors
Conceptual Framework Reference: V.A., V.A.4., V.A.5.,
V.A.6., V.B.,V.B.I.
Key Vocabulary: wild, tame, influence, real, make-believe




Students will be able to: 1) identify wildlife used in
national symbols; and 2) hypothesize reasons wildlife
are used in national symbols.
METHOD
Students research national symbols and make posters
to depict their findings.
BACKGROUND
The lion is a good example of how wildlife has value
as a symbol in many different cultures. If might be a
national symbol, serve as a logo for an organization or
cause, represent a youth or civic group, or be includ-
ed in the symbols of a religious group. The lion, for
example, is associated with regal qualities=-courage,
nobility, strength, and power. According to The
Cousteau Almanac by Jacques-Yves Cousteau and the
Staff of the Cousteau Society (Doubleday and Compa-
ny, New York, 1980, 1981), "Lions appear on the Unit-
ed Nations coats of arms of more countries than any
other animal-on those of India, Kenya, Malawi, Sin-
gapore, Burma, Burundi, Sengal, Sri Lanka, Swazi-
land, and several European nations." The Almanac
continues to point out that lions no longer exist in the
wild in most of these countries. (page 365)
Many other species of fauna that have been honored
by being made the national symbol of a country are









The major purpose of this activity is for students to
become acquainted with the diversity of countries
and cultures that include wildlife in their symbols.
MATERIALS
access to library reference materials; poster-making
materials
PROCEDURE
1. Generate hypotheses about national symbols.
Where do they come from? What do they represent?
Strength? Natural resources? Cultural heritage?
2. Ask each student or group of students to select
one country to research-finding out its national sym-
bol or symbols. The more countries, the more interest-
ing the results will be. Sometimes the symbols will be
stylized; sometimes they will be literal and based on
actual plants and animals; and sometimes several
symbols will be combined. Ask the students to in-
clude in their findings information about:
• the plants or animals the symbols are based
upon;
• whether those plants or animals are native,
exotic or non-existent to the environment of the
country;
• characteristics about those plants and/or ani-
mals;
• whether the plants or animals are in abundance,
threatened, or endangered in the environment
where they exist;
• what values they might represent that led to
their use in the national symbol;
3. Ask each student or group of students to make a
poster depicting their findings.
4. Given hypotheses the students generate about
why wildlife are used in national symbols, ask the
students whether the findings of their research sup-
ported these hypotheses. Discuss their findings and
observations.
EXTENSIONS AND VARIATIONS
1. Examine state, province, or community symbols
(e.g., state birds, animals, plants, seal) instead of na-
tional symbols.
2. Look at trademarks, logos, and product advertis-
ing campaigns.
3. Try coats-of-arms!
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4. Many schools use wildlife or other animal symbols
as mascots or in school emblems, team names, etc.
Survey the local community to compile a list of plants
and animals used as school symbols. Contact the
schools to find out how the names were chosen.
5. Study lyrics of state or school songs for references
to wildlife.
EVALUATION
1. Identify five animals or wildlife signs that are used
as national symbols. What might each species have
been chosen to symbolize?
2. Make a flag for a mythical country somewhere in
the world. Use wildlife in that flag. Write a brief narra-
tive explaining why the people of this mythical coun-
try chose the animal they did to represent themselves.
Age: Grades 4-9
Subjects: Social Studies, World Geography, World Histo-
ry, Anthropology, Government, Art, Science
Skills: analysis, comparing similarities and differences,
evaluation (formulating and testing hypotheses), media
construction, research, synthesis
Duration: two 45-minute periods
Group Size: any
Setting: indoors
Conceptual Framework Reference: II.A., II.A.I., II.A.2.,







Students will be able to: 1) give an example of a
change in attitudes related to a wild animal and/or
the environment; and 2) describe factors which may
influence change in attitude.
METHOD
Students design and conduct community interviews,
compiling and summarizing findings.
BACKGROUND
Attitudes toward wildlife, the environment and ap-
propriate uses of natural resources have changed and
continue to change over time. They also vary greatly
from culture to culture, within subgroups of a culture,
within communities and among individuals.
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For example, 60 years ago in the United States, preda-
tor control was more or less taken for granted, espe-
cially in the western United States. There were efforts
to control grizzly bears, cougars, coyotes, wolves,
hawks and even eagles. There was even a bounty on
many of these animals, as they were considered a
threatto domesticated animals and human safety.
Today, there is still much controversy around preda-
tor control. However, it is now more generally recog-
nized that these animals have a role in the overall
health of ecosystems. Most predators are now protect-
ed by law. In some circumstances, predator control is
still being carried out, but the trend is toward limiting
control to the individual predators causing damage.
The major purpose of this activity is for students to
interview members of their community to gain infor-
mation concerning changes in attitudes about wildlife
and the environment.
MATERIALS
paper for taking notes and/or tape recorders and
tape; information about local laws and regulations af-
fecting wildlife
PROCEDURE
1. Initiate a discussion with students about whether
or not they think people's attitudes about some sub-
jects might change, for example, over a generation.
Fashion in clothing, furnishings and food might serve
as examples to begin. If not raised by the students, ask
them if they can think of any examples of changes in
attitudes about wildlife, the environment, uses of nat-
ural resources, lifestyles involving natural resources
and the environment, etc. Discuss their suggestions
and list the topics they suggest.
2. Ask the students, working in groups of two to four
students, to generate a list of questions relating to
wildlife and the environment that they might ask of
adults in their community. For example:
• How do you feel about wildlife?
• Does wildlife live in your neighborhood? Did
wildlife live in your neighborhood when you
were a child growing up? What kind?
• What animals, if any, are no longer seen that
once were?
• What animals, if any, are more common now
than they once were? What happened?
• What were some attitudes you remember hav-
ing about wildlife when you were a youngster?
Which of these attitudes, if any, have you
changed during the past 20 years? What has
caused these changes, if any?
• What laws, if any, did you know about when
you were young that affect wildlife and the en-
vironment? What laws do you know about now
which affect wildlife and the environment?
• What are the reasons for such laws? Do you
think we need laws protecting wildlife, natural
resources and the environment? Why or why
not?
• What general changes, if any, do you think there
are in our society's attitudes toward wildlife and
the environment-perhaps some changes you
think are good and some you do not?
• What problems, if any, involving wildlife are
you concerned about?
• What recommendations, if any, do you have
about solving those problems?
3. Review the questions generated by each student or
group of students before they conduct their inter-
views. Younger students' questions may be shorter
and fewer.
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4. Ask the students-working alone or in groups-to
interview at least one long-living person in their com-
munity. The students should be prepared to take
notes or tape the interviews. You might instruct the
students to be sure to take time to listen to any of the
stories the people might tell that are slightly off the
subject-out of courtesy, and also in recognition that
the slightly divergent topics will also be interesting
and pertinent in some ways.
5. Next, ask the students to "interview" each other or
themselves. That is, record their own responses to
these questions as a point of contrast for looking at
some changes in attitudes. OPTIONAL: Add other
people to interview, e.g., family members, wildlife
managers, members of city council, farmers, ranchers,
animal welfare group members, hunting club mem-
bers, agricultural agents, private conservation group
members, members of preservationist organizations,
office workers, people at community gatherings,
neighbors, or other community representatives. In
choosing people to interview, encourage students to
seek diversity and a range of perspectives.
6. Compile the results of the interviews. This might
be done in a time-consuming way, where the inter-
views are transcribed, analyzed, summarized and dis-
cussed. Shorter approaches may also be taken where
each group of students is responsible for summariz-
ing the results of their interviews in a one-page for-
mat and then a small group of students volunteers to
prepare a summary representing the findings of all of
the students.
7. Discuss with the students their findings, including
what changes in attitudes have taken place, if any,
and what are some factors which might contribute to
any changes in attitudes that they have identified.
EXTENSIONS AND VARIA TIONS
1. Expand the questions to include any changes in
the local community and its natural resources. In-
clude vegetation (e.g., what plants are here that were
not here previously; what plants are no longer here);
water (e.g., more, less, or the same in available quanti-
ty, quality); human population; etc.
2. Identify a local controversial issue involving or af-
fecting wildlife or other natural resources. Fact find.
What is the issue? How did it develop? What atti-
tudes and iriformation are involved? What possible
solutions are available?
3. Start this activity by pretending you were settlers
living 100 or 200 years ago. What animals, if any, did
you see? How did you live? Day to day, week to
week, season to season? After imagining yourself at
that time, discuss what your attitudes might have
been toward natural resources and environment.
Might they be different today? In what ways?
4. Look in literature for information about historic
wildlife populations in your area, the U.S.,Canada, or
other parts of the world. Compare to present-day
populations.
5. Explore Native American Indian attitudes toward
wildlife and other natural resources-in historic times
and today.
EVALUATION
1. Describe how you think most people form their at-
titudes-what they know and how they feel-about
animals.
2. Give two examples of attitudes about animals that
you have reason to believe are based on wrong infor-
mation or not enough information.
3. Give a,n example of a change in attitude about an
animal that has occurred in this country during the
past 100years. How did this change come about?
4. If you were going to try to change someone's atti-
tude about snakes from negative (they do not like
snakes) to positive (snakes are okay and contribute to
ecosystems), how would you do it?
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Age: Grades S-12
Subjects: Social Studies, Language Arts
Skills: analysis, comparing similarities and differences,
evaluation, interviewing, public speaking, research, re-
porting, writing (questionnaire construction, compiling re-
sults)
Duration: minimum of three 4S-minute periods; out-of-
school time for interview
Group Size: any
Setting: indoors and outdoors
Conceptual Framework Reference: V.A., V.A.I., V.A.2.,
V.A.3., V.A.4., V.A.5., V.A.6., V.B., V.B.I., V.B.2., VLB.,
VI.B.l., VLB.2., VI.B.3., VI.B.4., VLB.S., VLB.6., VLC,
VI.Cl., VLe.2., VL~.3., VI.C.4., VLe.S., VLe.6., VLC7.,
VI.C.S., VI.C9., VI.e.10., VI.e.l1., VI.e.12., VI.C13.,
VI.e.14., VI.ClS., VI.e.16., VIII.A.I., VIIA2., VII.A.3.,
VII.A.4.,VIlAS.
Key Vocabulary: attitude, interview, community




Students will be able to: 1) describe possible negative
consequences for people and wildlife under condi-
tions of crowding; and 2) identify ways people can be-
have in order to reduce negative consequences of
crowding for wildlife.
METHOD
Students experiment with physical distance and lev-
els of comfort in humans, estimate appropriate dis-
tances between humans and wildlife under various
conditions, hypothesize about indicators of animal




Sometimes wildlife seems to want to say, "Don't get
too close!" From a tree branch a bird watches a person
approaching; when he or she gets too close, the bird
takes flight.
Animals are often threatened when crowded by hu-
mans, even though the humans may mean no harm
and merely want to observe the animal. Animals may
display their discomfort by fleeing, grinding teeth,
COiling,hissing, stomping feet, snarling, coughing, or
woofing. Flight is the usual way of showing stress.
Noises may come when an animal is ready or threat-
ening to attack.
Wildlife photographers have learned that when the
wildlife they are photographing begins to act strange-
ly, they have probably gotten too close. Animals may
run away if you are outside a certain distance. At a
closer distance, they may charge or in other ways re-
spond to the threat of human presence by aggressive
behavior.
One way of understanding the way wildlife acts is to
recognize that many animals have certain distances
that they keep from their own kind. Wolves may de-
mand large areas of range which no other wolf out-
side of their own pack (family) may enter. Studies
show that certain kinds of finches will always leave a
certain distance between themselves when they perch
on a telephone wire or fence line.
When crowding occurs, many animals react with
bizarre, aggressive, disordered behavior, and may de-
velop skin diseases like mange. They may adjust to
the crowded conditions, over time, by ceasing repro-
duction.
In the United States, great blue heron rookeries have
been disturbed by the mere presence of people. Rook-
eries are the birds' breeding grounds. Herons live
most of the year as lone individuals; when they come
together to breed-to go through courtship and nest-
ing-they experience stress, if disturbed by humans.
Under circumstances of stress, they may not breed,
may lay few eggs, or may abandon the rookery, leav-
ing eggs or young birds to perish. At a heron rookery
in Colorado, wildlife managers have established a
1000 foot limit; no human disturbance is allowed
close to the rookery. They are not sure this limit will
save the rookery from development pressures, but
they know any closer range would certainly disrupt
the rookery.
The major purpose of this activity is for students to
recognize the possible negative consequences for peo-




1. Introduce the concept of discomfort from crowd-
ing by asking one student to stand in front of the
class. Approach the student slowly, asking the stu-
dent to tell you when your closeness makes him or
her begin to feel uncomfortable. Ask the class whether
they allow strangers to approach them as close as
they do their friends or family. How do they feel in
the middle of strangers on a crowded bus or elevator?
Discuss what physical reactions they have in some
kinds of crowded conditions, like avoidance of eye
contact, nervousness, sweaty palms, etc.
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2. Introduce the idea that animals in the wild might
also be uncomfortable when approached by strangers.
Talk about why they might be uncomfortable, e.g.,
fear of predation, need to protect young. Discuss
what other conditions might increase or decree.se
wariness-such as ability to flyaway, climb quickly,
run fast, swim fast; animal size; whether the animal is
alone or with a group, is on a nest, or has young.
3. Have the students make a list of animals they are
likely to encounter in the environment and have them
estimate what distance should be maintained from
each animal species-both for reasons of personal
safety and for the comfort and safety of the animal.
Emphasize that these are just estimates. As a rule, it is
better to stay farther away than you think might be
necessary than to get too close.
4. Have the students hypothesize about animal
behaviors which might indicate discomfort such as
foot stomping, teeth grinding, raising up on hind feet,
nervous looking around and eventually flight.
OPTIONAL: Students can mime or role play such sit-
uations and have their classmates guess what animal
they are, in what situation.
S. Discuss ways in which wildlife harassment might
occur unintentionally, such as flying too close in small
airplanes, getting too close to photograph, calling or
heckling for animals to react (especially at zoos), hik-
ing near a nesting site, and using loud vehicles near
baby animals or in places where animals are unaccus-
tomed to seeing them. Explain the possibility that
there are certain times of the year when some animals
are more sensitive to intrusion such as at mating sea-
son and during severe climatic conditions such as
heavy winters or drought. What ways can communi-
ties minimize disturbances? What can individual peo-
ple do? Summarize reasons it is important to mini-
mize such disturbance from people for wildlife.
EXTENSIONS
1. Draw life-sized outlines of some of the animals
and mount them on an outside wall of the school
building. Break into small groups; have each group
establish a distance from each species which the
group feels would be far enough for the animal not to
be threatened by the pressure of a person. Using mea-
suring tapes, each group should measure the estab-
lished "comfort zone" for each species, under differ-
ent conditions-and then present their suggested
distances for the animal comfort zones. Verify the ac-
curacy of these distances under these general condi-
tions by contacting a wildlife resource person. Discuss
whether a general rule is apparent about the relation-
ship of the size of the comfort zone to conditions such
as size of the animal, presence of young, ability to
flee, single or group animal species, etc.
2. What are reasons it is important to minimize such
disturbances for domesticated animals, like pets,
dairy cows, etc?
3. What are reasons it is important to minimize such
disturbances for people? What actions can we take to
do so?With what consequences?
25.
AQUATIC EXTENSION
Since water is one of the essential components of
habitat, areas where water is available in the natural
environment are frequently visited by many species
of wildlife. Some live in or near the water. Others
come to the water as needed. As a result, ponds,
lakeshores, river banks, ocean beaches, streams, reser-
voirs, canals, irrigation ditches, and even city foun-
tains can sometimes be places where people get "too
close for comfort" when it comes to wildlife. Think of
three examples of situations where people can get
"too close for comfort" in aquatic habitats, with possi-
ble negative consequences for wildlife. Think of three
examples of people and wildlife being able to success-
fully coexist near and in water.
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EVALUATION
1. What behaviors might indicate a person speaking
in front of a group is nervous?
2. How might a mother dog let you know that you
are getting too close to her and her pups?
3. Rank order the following, from animals you could
get closest to without harming to those you should
stay the furthest away from: a heron rookery during
breeding season, young raccoons seen in a forest, a
large garter snake in the grass of your yard, honey
bees around their hives, frogs in a freshwater pond in
the summer.
4. Describe negative results of crowding for humans.
Describe negative results of crowding for animals.
Age: Grades K-7
Subjects: Science, Social Studies, Language Arts
Skills: hypothesis-formation, inference
Duration: ten to 30-minute class period, depending on
age of students
Group Size: any
Setting: indoors or outdoors
Conceptual Framework Reference: 1.0., VI.A., VI.A.2.,
VI.A.3., VI.A.4., VI.A.S., VI.B., VI.B.I., VI.B.2., VI.B.3.,
VI.B.4., VI.s.s., VI.c., VI.c.I., VI.C.2., VI.C.S., VI.C.16.,
VI.D., VI.DJ., VII.A., VII.A.I., VII.A.2., VII.A.3., VII.A.4.,
VII.B., VII.B.l., VII.B.2., VIl.B.3., VII.B.7.
Key Vocabulary: crowding, disturbance, safety, behavior
Appendices: Simulations, Field Ethics
)





Students will be able to: 1) describe some effects of
human development of land areas on plants and ani-
mals previously living in the area; 2) evaluate the im-
portance of suitable habitat for wildlife; and 3) recog- .
nize that loss of habitat is generally considered to be
the most critical problem facing wildlife today.
METHOD




All around us, and all over the planet, wildlife habitat
is being lost. Whenever an area of land is paved for a
shopping center, divided and excavated for homes for
people, and sometimes when it is plowed to grow a
crop-small animals lose their homes, and frequently
their sources of food and water. As these small ani-
mals disappear, so too do the larger animals that pre-
viously depended upon the smaller animals in the
food chain as a source of food. Animals that cannot
tolerate human intervention may also disappear with-
out any direct relationship to the food chain. (For ex-
ample, see "Too Close For Comfort")
Students can observe this phenomenon near their
homes and schools or at least in their region. This
process is happening in large ecosvstcrns and small
all over the earth.
For example, many wetlands on the planet have been
filled in and drained to make land for farming and
homes. When they are filled in, many kinds of water
birds, reptiles, amphibians, crustaceans and other life
forms-including a wide variety of vegetation-are
lost. Sometimes the animal forms can move on; most
often they cannot.
Some of the tropical forests of the planet have become
extremely vulnerable in recent years. Scientists esti-
mate that huge numbers of plant and animal forms
exist in these forests that have not even been identified
as yet. They are tremendously important sources of the
earth's biological diversity. In fact, some scientists
warn that as these genetic pools are reduced, the flexi-
bility and thus capacity to survive of the remaining
plants and animals on earth will ultimately be reduced.
The major purpose of this activity is for students to
simulate some of the potential impacts of land devel-
opment on wildlife and its habitat, to recognize that
this process is one that is taking place in areas all over
the planet, and to understand that loss of habitat is
generally considered to be the most critical problem
facing wildlife today.
MATERIALS
green and blue construction paper; classroom desks,
tables or chairs; five or six large bedsheets or blankets
for a student group of about 25
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PROCEDURE
1. Review with the students the elements necessary
for a habitat (food, water, shelter and space arranged
suitably for the particular animal). (See Components
of Habitat in the "Cross References.") After some dis-
cussion to make sure that the elements of habitat are
clearly in mind, tell the students that in this activity
they will be simulating wildlife in its habitat.
2. Divide the students into four groups: herbivores,
carnivores, vegetation (trees, shrubs, grasses, etc.)
and people who will be land developers. If the stu-
dents are not familiar with the terms "herbivore" and
"carnivore," provide them with working definitions
of those terms (herbivore-a plant-eating animal; car-
nivore-a meat-eating animal; and although not
needed for this activity, omnivore-an animal that
eats both plants and animals.) Plan for three times as
many herbivores as carnivores with a small number
of developers in proportion to the other two groups.
The numbers (amount) of vegetation may vary. For
example, two developers, three carnivores, nine her-
bivores and six trees or bushes (vegetation).
3. Establish a large area-either in the classroom,
with tables, chairs and desks moved to the sides of
the room, or outside-that can be used to simulate the
wildlife habitat area before development. The "land
developers" are to stay on the sidelines at this time,
simply observing the undeveloped land and its
wildlife inhabitants-or meeting on their own, near-
by, to make plans for development. In fact, they can
make their entrance rather suddenly once the wildlife
habitat has been established-simulating the arrival
of heavy construction equipment.
4. Provide each "herbivore" with:
• two desks or chairs to use as "shelter" (or string
or hula hoops);
• three pieces of green construction paper to rep-
resent food;
• one piece of blue construction paper to repre-
sent water; and
• some of the vegetation portrayed by students.
Provide each "carnivore" with:
• one desk or chair to use as a "lair" (or string or
hula hoop);
• space equivalent to that used by three herbi-
vores;
• three herbivores as a potential food source;
• one piece of blue construction paper to repre-
sent water; and
• some of the vegetation portrayed by students.
5. Ask the "herbivores" to arrange the food, water
and shelter-including the students who are "vegeta-
tion"-in a space to represent their habitat. Once the
herbivores have arranged their habitat, ask the "carni-
vores" to move into the area to establish their lairs
and water sources, keeping an eye on the herbivores
as possible food sources. For added interest, suggest
that the students identify what particular kind of ani-
mal they are and role-play its characteristics. (This
phase takes about ten minutes, with the developers
planning while the herbivores and carnivores arrange
their habitat.)
6. Once all the animals are established in their habi-
tats, it is time for the developers to enter the picture.
These developers have been given the opportunity to
create a housing and shopping area. (They may use
three to seven minutes to construct their develop-
ment, explaining their actions as they take them.)
They are restricted in how much space they can use.
They may use the space equivalent to that used by
three herbivores. The developers may use the sheets
and blankets to build their development. They may
remove trees (represented by students) without phys-
ically hurting the students, shelter (represented by
desks), food and water.
7. Once they have constructed their development,
engage all of the students in a discussion of what hap-
pened. What action took place? With what conse-
quences? Would or did any animals die? From what
causes? Could the developers have done anything dif-
ferently to change the consequences? Could they have
developed several scattered small areas instead of one
large area, or vice versa, with what effects? Would it
have reduced negative consequences for wildlife if
they put the development in a different area of the
habitat? Rather than negative consequences, were
there positive consequences? If so, what were they?
How were they achieved? Ask the students to consid-
er and discuss what seemed realistic about the activi-
ty and what did not. For example, sometimes devel-
opment can take place that enhances the area for
some kinds of wildlife. Often, however, it will not be
the same kinds of wildlife that were in the area before
development. Planners and developers can some-
times add to the vegetation in an area, creating addi-
tional shelter and food for some kinds of wildlife, and
make water sources available under some conditions,
if there is insufficient water in the area.
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8. Ask the students to summarize some of the possible
impacts on wildlife from human activities like develop-
ment of land areas. Are there places in your communi-
ty where wildlife habitat has been lost by human de-
velopment? Are there places where wildlife habitat has
been enhanced by human activity? What choices, if
any, are there to development of previously undevel-
oped areas? What trade-offs are involved; for example,
in developing vacant areas within communities rather
than undeveloped areas outside of communities? If de-
velopment does take place, what kinds of actions can
people take to minimize the negative consequences for
wildlife, vegetation and other elements of the environ-
ment? What about possible economic costs? Social
costs? Ecological costs? Aesthetic costs, etc.? Discuss
loss of habitat as something thatis affecting wildlife all
over the planet. Ask the students to summarize the im-
portance of suitable habitat for wildlife. Discuss the
students' concerns and recommendations.
2 EXTENSIONS
1. Conduct this activity twice, with the students trad-
ing roles the second time. When the former wildlife
become land developers, they could see if they could
produce a development plan that could benefit the
area for people and wildlife in some ways. The activi-
ty can also be conducted to show differences between
developing the entire area-with likely loss of all
wildlife in the area-to developing only part of the
area, with some wildlife likely to survive.
2. Ask students to complete the following sentence,
and discuss their response: "If Iwere going to build a
house for my family in a previously undeveloped
area, Iwould ... "
© 1992 WesternRegional Environmental Education Council.
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2. Distinguish between actions that are harmful to in-
dividual plants and animals, and those which are
harmful to large numbers of plants and animals. In
what situations, if any, does it seem appropriate to
harm a single animal or plant? In what situations, if
any, does it seem appropriate to harm large numbers
of animals or plants? In what situations, if any, does it
seem inappropriate to harm a single animal or plant?
In what situations, if any, does it seem inappropriate
to harm large numbers of animals or plants? (Remem-
ber the definitions of wildlife and domesticated ani-
mals. Don't forget that wildlife includes, but is not
limited to, insects, spiders, birds, reptiles, fish, am-
phibians and mammals.)
3. Sometimes it is difficult to decide what is harmful
and what is not. Usually if something is against the
law, it is harmful in some way. Sometimes actions
may be legal or there simply may be "no law against
it," and people differ in their judgment as to whether
the actions are harmful or not. Sometimes we may
recognize that some of our actions are harmful in
some ways-like some of our choices for housing,
transportation and consumer products in our daily
lives-and we still take those actions because of our
perceptions of the importance of our wants and
needs. One way to examine wants and needs is to cat-
egorize them according to: Luxury, Useful But Not
Necessary and Necessary for Survival. We begin to
get into the area of personal value judgments. Think
about personal ethics. What are ethics? How do we
each make responsible decisions in our daily lives?
(See "Enviro-Ethics" for an activity aimed at identify-
ing a "Personal Code of Environmental Ethics.")
AQUATIC EXTENSIONS
1. Generate a list of activities that are sometimes or
always harmful to aquatic species of wildlife and
aquatic habitats. Discuss the ways these activities are
harmful. Discuss ways these harmful activities can be
prevented.
2. Identify at least five examples of things people can
do in aquatic environments that are not damaging to
populations of aquatic animals or the long-term
health of aquatic habitats.
EVALUATION
1. Make a list of five things which people do that
harm wildlife.
2. Make a list of five things which people do that
harm wildlife habitat.
3. For each thing listed, describe what you can do
about it.
4. Make a list of ten things which people do that help
wildlife.
5: Choose ten magazine photographs of people
doing things. Examine each photograph and evaluate
the potential environmental impact from the activities
of the people portrayed. Explain the reasoning for
your evaluations. For activities you perceive to have a
negative impact, suggest changes people could make
to lessen their impact.
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Age: Grades K-8
Subjects: Social Studies, Science, Art, Language Arts
Skills: analysis, application, description, discussion,
drawing, evaluation, generalization, media construction,
problem-solving, small group work, synthesis
Duration: one or two 20 to 40-minute periods
Group Size: any
Setting: indoors or outdoors
Conceptual Framework Reference: 1.0., V.A., V.A.S.,
V.A.6., V.B.I., VI.A., VI.A.2., Vl.A.3., Vl.A.4., VI.A.S., VI.B.,
VI.B.I, VI.B.2., VI.B.3., VI.B.4., VI.B.S., VI.c., VI.C.L,
VI.C.2., VI.C.12., VI.C.16., VII.A., VII.A.I., VII.A.2.,
VII.A.3., VII.A.4., VII.B., VII.B.I., VII.B.2., VII.B.3., VII.B.7.
Key Vocabulary: harm, wildlife
Appendices: Simulated Field Trips
ETHI-THINKING
OBJECTIVES
Students will be able to: 1) generate a list of activities
done outside that are harmful to wildlife and the en-
vironment; 2) discuss reasons these activities are inap-
propriate; and 3) recommend alternate activities that
are not harmful.
METHOD
Students list 'activities that might be harmful to wild
plants and animals and use photos or drawings to pic-
ture, discuss, interpret and evaluate these activities.
BACKGROUND
NOTE: This activity can be used as an introduction to
"Playing Lightly on the Earth."
The major purpose of this activity is for students to
discriminate between outdoor activities that are
harmful to wildlife and the environment. and those
which are not.
MATERIALS
art materials (crayons, construction paper, magazines
for photos) to make discussion cards
PROCEDURE
1. Ask students to help you make a list of activities
people do that seem harmful to wild plants and ani-
mals. Ask them to think about things they've seen or
know about that might be harmful. Some of these
things could be:
• picking up baby wild animals in the environ-
ment (birds, fawns, etc.)
• carving initials in trees
• driving vehicles (cars, motorcycles) over fragile
environments
• removing plants from the environment, like dig-
ging up cactus
• destroying bird nests
• illegally killing, collecting, harassing, or possess-
ing wildlife
2. Have students use cut-out photos or drawings to
make these activities into cards showing pictures and
describing what is happening. (Or, the teacher can
prepare cards in advance, laminate, and -use again.)
Or, older students can dramatize the situation in skits,
"commercials," songs, poems, etc.
3. Collect the cards. Count students off to make
groups of four each. Hand out one card to each group
and ask them to discuss (or present the skits, poems,
etc.):
• What is happening?
• Does it harm wildlife? How?
• Does it seem to be appropriate or inappropriate
behavior? Why?
• Is the person doing it having fun?
• What else could he or she do that would satisfy
his or her needs and interests without harming
wildlife or the environment?
4. Ask each group to report to everyone else about:
a) their feelings concerning what is happening in the
outdoor activity shown in the picture; and b) their
recommendation for an alternative activity the people
could do that would not be harmful.
EXTENSIONS
For Grades K-2:
Ask the students to draw pictures of things they
know about or have seen happen that would hurt
wild plants and animals. Ask them to describe what is
happening in their drawing, and what could happen
instead that would not be harmful.
For Older Students:
1. Choose something you or your family owns, like a
car, television, refrigerator, etc. Imagine you are that
object-and explore how you-from invention to
garbage dump-affect wildlife!




1. Generate a list of possible human activities that can
reduce or eliminate aquatic habitats (Examples: drain-
ing wetlands; building construction on shorelines; di-
version of waters for agricultural, domestic, or business
purposes.) For every example given, identify possible
reasons both for and against taking such action.
2. Look at old and new maps of your area or state.
Are there any areas where there used to be wetlands
that are no longer there? If yes, what happened to
these wetlands?
EVALUATION
1. Name and describe three animals or plants which
used to live in your area but no longer do.
2. Describe the changes that seem most responsible
for eliminating each of these plant or animals.
3. Suggest and evaluate the advantages and disad-
vantages, if any, of possible actions that could have
been taken to prevent the elimination of these plants
or animals from the area.
4. Name one kind of wildlife that would do better,
and one kind of wildlife that would do worse, in
areas in which humans cut down a forest and planted
grass; dammed a creek to flood a valley; put in a
housing development with large lawns and many
shrubs; built a city on a lakeshore with crowded sky-
scrapers.
Age: Grades 4-7
Subjects: Social Studies, Science
Skills: application, comparing similarities and differences,
description, discussion, evaluation, generalization, kines-
thetic concept development, observation, synthesis
Duration: one 45-minute period or longer
Group Size: minimum of six students, with one develop-
er, one carnivore, three herbivores, and one tree
Setting: indoors or outdoors, large area with room for
people and props
Conceptual Framework Reference: LA., LB., I.e., I.e.l.,
I.e.2., I.e.3., I.e.4., I.D., II.B.2., III.e.I., III.D.2., III.D.3.,
III.D.4., IV.e., IV.e.I., IV.e.2., IV.e.3., IV.E.I0., V.A., VI.A.,
VI.A.2., VLA.3., VLA.4., VI.A.S., VLB., VLB.l., VLB.2.,
VLB.3., VI.B.4., VLB.s., VLe., VLe.2., VLe.12., VI.e.16.,
VLD., VLD.l., VILA., VIl.A.l., VII.A.2., VII.A.3., VII.A.4.,
VII.B., VILB.I., VII.B.2., VII.B.3., VII.B.4., VII.B.s., VIl.B.6.,
VII.B.7.
Key Vocabulary: habitat, food chain, development, herbi-







Students will be able to: 1)distinguish between games
that are damaging and not damaging to the environ-
ment; and 2) invent games with a benign effect on the
environment.
METHOD
Students look for evidence of games that harm the en-
vironment; and then invent and play games with a
benign effect on the environment.
BACKGROUND
Personal choices of all kinds can have an effect on the
environment. Young people can look at the games they
play outside and choose those which have little or no
damaging impact on the environment, rather than
those which leave scars-aesthetically and ecologically.
?92 The major purpose of this activity is for students to
become actively aware of the choices they make each
time they playa game outside, and to consciously ex-
perience games that have a benign effect on the envi-
ronment. The activity is designed for students to ex-
perience success, at a personal and immediate level,
in maintaining and improving the quality of their
own environments.
MATERIALS
access to going outside
PROCEDURE
1. Most of us like to play. In fact, playing is an im-
portant way to learn-as well as to have a good time.
Ask the students to think of examples of ways to play
outside that do no serious or permanent damage to
the environment, and ways that are damaging. The
damage might affect non-living things-like putting
graffiti on cement walls. It might be damaging to
plants and animals like carving initials on tree trunks.
Both are damage. Are there any games we can play
that do no damage? There may not be, but we can
think about how much damage, how permanent it is,
and what it affects.
2. Go outside on the school grounds and look for evi-
dence of games that have damaged the environment.
-Ask students what could have caused the damage
and how it might have been prevented.
3. Introduce the concept of playing games that do
not seriously harm the environment.
4. Ask the students to work together in small
groups-from two to seven or eight-to invent a
game that does no serious harm to the environment,
including the plants and animals living there. The stu-
dents could also try to invent games that could make
this a better environment in some ways. Give the stu-
dents about 15minutes to invent their games.
5. Ask each group to present their game to the other
students. Play each of the games. Ask the students
to talk about their feelings about the importance of




Analyze a variety of kinds of recreation for their im-
pact on wildlife, vegetation, other natural resources,
etc.
EVALUATION
1. Keep a record of the games you play outside for
one week. Identify which, if any, are harmful to the
environment. For one week, or longer, play only
games that do no harm to the environment.
2. Invent a game for younger children that does not
harm the environment. Teach it to a younger child or
group of children. Explain what the younger child or
children learned about care for the environment.
Age: Grades K-8
Subjects: Social Studies, Physical Education, Science
Skills: analysis, comparing similarities and differences,
evaluation, invention, psychomotor development, prob-
lem-solving, small group work, synthesis
Duration: one 30 to 45-minute period
Group Size: any
Setting: outdoors
Conceptual Framework Reference: 1.0., VItA., VII.A.l.,
VII.A.2., VII.A.3., VII.A.4., vn.B., VILB.L, VII.B.2., VII.B.3.,
VII.B.7.
Key Vocabubry: game, harm
Appendices: Outdoors




Students will be able to: 1) observe and count wildlife
in an area; 2) discuss why the wildlife is or is not pre-
sent; and 3) consider ways in which the presence of
wildlife can be seen as an indicator of environmental
quality.
METHOD
Students go outside to observe and count or estimate
wildlife in an area; do the same in another setting to
compare findings; and-optionally-make a school
"environmental barometer."
BACKGROUND
Some species of animals are more adapted to difficult
conditions than others. Some, in contrast, are so spe-
cialized that it is quite difficult for them to find the
food, water, shelter and other things they need.
Wildlife serves as an important indicator of the over-
all health of an area of the environment. If there are
few wild animals-or little evidence 0'£ wildlife-pre-
sent in an area, it is likely that there is little available
food, water, or shelter in the area as well. There may
not be enough space.
Even if these necessary components of habitat are
available, they may not be suitably arranged to meet
the needs of wildlife. The kinds of wildlife present are
also important indicators. Birds of prey, for example,
are high on the food chain. If they are present in an
area, that is an indicator that there is some variety of
other animals and plants in the area.
The major purpose of this activity is for students to
consider the importance of wildlife as an indicator of
environmental quality.
MATERIALS
writing materials; poster board or construction paper;
marking pens or crayons
PROCEDURE
1. Discuss the diversity of wildlife. Make sure stu-
dents understand that the term wildlife includes in-
sects, spiders and other invertegrates, as well as birds,
fish, reptiles, mammals and amphibians.
2. Go outside with your students on the school
grounds to do a wildlife count. Each student should
work alone and have writing materials. Ask each stu-
dent to find a spot, sit quietly for ten minutes, and ob-
serve. (Quiet is very important to increase the likeli-
hood of seeing wildlife.) The students should record
the kinds and numbers of any wildlife they see. They
can include evidence of wildlife, in addition to actual
sightings. Ask the students to total the number of
each kind of wildlife they observe plus make a grand
total. If they find evidence rather than sighting
wildlife, they should estimate the numbers. Put all the
students' information on one master chart.
3. Next, take the students to a setting where wildlife
is more abundant. Repeat the process-with each stu-
dent observing quietly for ten minutes and recording
observations.
4. Make a master chart of the information from this
second environment.
5. Compare the information from the two charts.
Was there any difference in the two settings? Why or
why not? Which environment seemed to have the
most different kinds of wildlife? Where were there
the most of anyone kind of wildlife, like the most
birds? What kinds of food, water, shelter and space
were in each setting to support the survival needs of
wildlife? If there were few animals, or many, in either
setting-what might this tell us about the quality of
the environment? What is environmental quality?
Can wildlife be an indicator of environmental quali-
ty? Talk about whether it is realistic for every envi-
ronment to be a good habitat for varieties of wildlife.
Discuss the possibility and appropriateness of making
efforts to improve environments as habitats for
wildlife and homes for people too.




NOTE TO TEACHER: Several possibilities may arise
when doing this activity with your students. Your
school may be in an area where there are few, if any,
wild animals present-with little access to any other
area with much wildlife. If there is no significant dif-
ference between your observations in the two set-
tings, you can still talk with the students about what
this means. It is also possible that your school is in a
wildlife-rich setting-virtually as rich as any other
setting in the area. Again, it is all right if there is no
Significant difference in the number and variety of
wildlife observed in each area. You may also choose
to make the observations and create the information
charts only for one setting, simply analyzing and
discussing the quality of the one environment-
without using another for comparison.
EXTENSION
Make an environmental barometer to indicate the
quality of your school environment as a habitat for
wildlife. Share your barometer with other classes.
OPTIONAL: Show seasonal changes in the barome-
ter's readings.
AQUATIC EXTENSIONS
1. Make observations concerning the availability, ap-
parent quality and suitability for wildlife needs of the
water you find in each of the habitats you investigate.
Is there more wildlife apparent in those areas where
there is more water? If yes, what seem to be the con-
tributing factors? If no, what seem to be the contribut-
ing factors?
2. Make an "environmental barometer" comparing
the quality of two different aquatic habitats as places
in which a diversity of wildlife can successfully live.
Explain the reasons for the differences in the two
areas.
EVALUATION
1. Each year, thousands of birdwatchers participate
in a National Audubon Society bird count all over the
United States. The information is kept and compared
from year to year to see if changes occur in the total
number of birds or in how many different kinds of
birds are sighted. If a steady and long decrease in the
bird populations occurred over a period of five years,
should everyone be concerned-and not just the bird-
watchers? Explain your response.
2. Make a list of things we do in cities and towns that
tend to decrease the amount and kinds of wildlife
that lives there. Make a list of things we sometimes do
in cities and towns that tend to increase the amounts
of some kinds of wildlife.
3. Identify and describe three things that people
could do to increase the numbers and kinds of




Subjects: Science, Math, Social Studies
Skills: analysis, classification, comparing similarities and
differences, computation, discussion, evaluation, observa-
tion, synthesis
Duration: two 30 to 45-minute periods
Group Size: any
Setting: outdoors and indoors
Conceptual Framework Reference: LA., LB., I.e., I.e.I.,
I.e.2., I.e.3., 1.0., II.B., II.B.I., II.B.2., II.B.3., II.B.4., IV.e.,
IV.D.4., IV.D.5.
Key Vocabulary: evidence, wildlife, environmental quali-
ty, habitat, barometer




Students will be able to: 1) identify wildlife portrayed
in an art form; and 2) generalize that wildlife has suf-
ficient aesthetic and spiritual value to inspire art.
METHOD
Students visit a museum, nature center or other
source of artifacts-or they use reference books-to
find examples of how wildlife is presented in cultural
art forms.
BACKGROUND
Human relationships to wildlife are often expressed
through painting, sculpture, drama, dance, literature,
photography and other means of creative expression.
Wildlife has served as an inspiration for art through-
out human history.
The major purpose of this activity is for students to
recognize one aspect of the value of wildlife-its im-
pact as a source of inspiration for varying art forms.
MATERIALS
copies of Museum Search For Wildlife Chart; if done
as a field trip, no other materials are necessary; if
done in the classroom, various art books or slides fea-
turing wildlife are needed.
PROCEDURE
1. This is a real field trip to a cultural setting! It re-
quires a trip to a local art, natural history, or anthro-
pological museum. NOTE: This activity can be added
to a field trip already planned as part of a social stud-
ies unit, for example. (If no museum is available, use
reference materials.)
2. Check your local community to see which muse-
um, if any, would be appropriate. Make arrangements
for your students to visit.
3. Before the trip, discuss different kinds of art that
people have created throughout human history-in-
cluding cave drawings, pottery, baskets, costumes,
paintings, sculpture, drawings, dances, photography,
literature and music. Ask the students what might in-
spire art.
4. At the museum, ask each student to find examples
.of wildlife represented in art. What kinds of wildlife?
What kinds of art? Encourage the students to look
closely since sometimes the image can be so stylized
that it is hard to recognize. Ask each student to identi-
fy the art form and the wildlife-and to make a small
sketch as a reminder of what they saw. (See "Wild
Words." The students can put their sketches in their
personal journals.) Or, use a worksheet. For example:
Select one animal you saw represented at least three
times. How did the artist portray it?
5. As a follow-up, discuss the students' observations
with them. Identify which kinds of art seem to in-
clude the most images of wildlife (painting, pottery,
sculpture, etc.). Compare how one animal-like a
deer-might look in different art works. Talk about
the varying ways artists portrayed wildlife, and some
of the students' favorites. Talk about ways wildlife
was portrayed during different historical periods.
Talk about the relationships between people and
wildlife during different periods. What are the clues?
What if there were no wildlife?
6. Encourage the students to generalize that wildlife
can serve as an inspiration and has aesthetic value.
EXTENSIONS
1. Portray wildlife in an art form of your choice!
2. Make your own wildlife art museum in the class-
room. Collect photos or copies of paintings, sculpture,
pottery, petroglyphs, weaving, etc. Or, make your
own!
AQUATIC EXTENSION
Search through magazines or books for pictures of
aquatic wildlife in art. Also look to see how frequent-
ly art that includes any kind of wildlife includes
water. Make a list of the kinds of aquatic habitats you
find in art work-and tally how many times each is
portrayed.

















A group of people were discussing endangered plants
and animals-that is, those that are very close to be-
coming extinct. Some of the people felt that we should
preserve and protect all kinds of plants and animals
because we might learn that they could be very useful
to us for chemicals, medicine, foods and clothing, and
as intrinsically valuable parts of our environment.
Other people said that we do not need all those ani-
mals and plants, and we shouldn't worry about them.
Suppose you are an artist in the group and you want
to express your opinion about the importance of
plants and animals. As an artist, how would you pre-
sent your case? Make that presentation.
Age: Grades 3-6
Subjects: Social Studies, Language Arts, Art
Skills: analysis, application, discussion, comparing simi-
larities and differences, drawing generalizations, observa-
tion
Duration: 30 minutes if in class using reference materials;
45 minutes or longer if at museum
Group Size: any size, up to 30
Setting: indoors
Conceptual Framework Reference: II.A., II.A.I., II.A.2.,
II.A.3., II.A.4., II.B.3., II.C.I., II.D.2., II.F.
Key Vocabulary: art, artists, inspiration, wildlife
Appendices: Local Resources
Museum Search ForWildlife Chart
Put a check after the name of the animals you find.
73
Animal Family WILDLIFE (UNTAMED)DOMESTIC ANIMALS (TAME)
ANIMAL POETRY
OBJECTIVE
Each student or group of students will be able to rec-
ognize and experience the inspirational value of
wildlife.
METHOD
Students go outside to imagine themselves as animals
and then write poems.
BACKGROUND
NOTE: This is an excellent companion to "Wild
Words: A Journal-Making Activity."
Poetry is an art form that is accessible to every stu-
dent in some way. A poem is an organized way of ex-
pressing insight through language. Meter and rhyme
combine as one kind of poetry. Song and free verse
are other forms of poetry.
The major purpose of this activity is for students to
experience wildlife as the inspiration for a poem-




1. Everyone can be a poet, at least to some extent-
and yet many people think any kind of poetic expres-
sion is beyond their capacities. This activity is de-
signed for every student-or group of students-to
create a poem.
2. Go outside. Find a pleasant setting on the school
grounds, in a park, wooded area, or other natural en-
vironment. Ask everyone to pick an animal to think
about. Any animal is okay, although some should be
wild animals. Ask everyone to close their eyes for a
few minutes and imagine they are the animal, living
in its natural environment. With their eyes closed,
you can guide their imagining process with a few
words-or simply leave this process to the students
on their own.
3. Give everyone five minutes to go find a spot to
"become" that animal. Imagine how long it lives,
where it travels, how other plants and animals look
from its perspective. When the students return, ask
everyone to write a short poem about their animal.
Poems can be free verse or rhyming. Cinquain and
haiku are interesting forms. Or, do a group poem.
Everyone thinks of one animal. Each person con-
tributes one word. One or more students or the in-
structor can put all the words together to form the
poem while the others discuss their experiences in
"becoming" an animal.
NOTE: Students can imagine they "are" their animal
without giving the animal characteristics of humans
which are not applicable.
4. OPTIONAL: Here are a few examples of poetic
forms which can be used. These have been excerpted
and adapted with permission from Project Learning
Tree (Washington, D.C.; American Forest Institute,
1977).
Haiku Haiku, originated by the Japanese, consists of
three lines of five, seven and five syllables each. The
emphasis is syllabic, not rhyming. For example:
The hawk soared over
Spirit bird in my living
Guide to harmony.
Cinquain Cinquain is derived from the French and
Spanish words for five. This form of poetry is also
based on syllables-or may be based on number of
words-but there are five lines. Each line has a
mandatory purpose and number of syllables or
words. These are: 1) the title in two syllables (or
words); 2) a description of the title in four syllables
(or words); 3) a description of action in six syllables
(or words); 4) a description of a feeling in eight sylla-
bles (or words); and 5) another word for the title in
two syllables (or words). Here are two examples, the
first using syllables and the second using words:
Panther
Vital, quiet
Moving swiftly to live
Endangered by human patterns
Near lost
© 1992 Westem Regional Environmental Education Council.
Sea Otter
Mammal of living waters
Swimming, sleeping, eating, diving, basking, playing,
Sensitive indicator of the quality of continuing life
Still here
Diamante Diamante is a poem shaped in the form of
a diamond. It can be used to show that words are re-
lated through shades of meaning from one extreme to

















5. The completed poems can be typed or printed
neatly-and then displayed with a photograph or
black and white pen and ink drawing of the animal.
For example:
The Goat, "Mazama"
Rhime ice coats my nostrils
The gale rages from peak to crag
Warm, white wool shaggily hugging my body ...
Cautiously I move on rock
Barely noticing the fear
Of the valley below.
The eagle-the feel of snow-




1. See the Aquatic WILDactivity, "Aqua Words."
2. Create a poem in the shape of any aquatic animal
you find interesting. Simply put words in order in the
shape of the outline of the animal you have in mind.
The words do not need to rhyme. You can use any
words that come to mind that help to describe the
characteristics of this aquatic animal-for example,
where it lives, what it eats, how it moves and what
you find interesting about it.
EVALUATION
1. Why do you think some people say that they
would not want to live in a world without wildlife?
Are you one of those people? Why or why not?
Would you prefer to choose the types of wildlife you
would like to live with? If so, which types would you
want to live with and why?
2. Find a photograph or painting that features
wildlife in an inspiring fashion. How does the artist
portray wildlife in a way that you find inspiring?
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Age: Grades 4-7 (and older)
Subjects: Language Arts, Science
Skills: description, invention, synthesis, visualization,
writing
Duration: one class period
Group Size: any
Setting: outdoors
Conceptual Framework Reference: II.A., II.A.I., II.A.2.,
II.A.3., II.A.4., 11.8.3.,II.F.
Key Vocabulary: poetry, imagine




Students will be able to: 1) describe differences seen in
an environment as the result of casual and detailed
observation; and 2) give reasons for the importance of
looking closely at any environment.
METHOD
Students list what they remember seeing in a familiar
environment, check their accuracy and discuss the re-
sults, and then apply their experiences and new skills
to an unfamiliar outdoor setting.
BACKGROUND
NOTE: Use this as an introductory activity, especially
for activities requiring observation skills.
Looking and seeing can be entirely different things
depending on who we are, where we are, what we are
concerned about and our purposes for looking. We
look at our classrooms every school day, but if ques-
tioned about simple details, we may find that we are
totally unaware of the existence of certain objects, col-
ors, sounds and textures. As we walk through our
neighborhoods, we have probably learned to notice
only those things which are necessary to aid us in get-
ting to our destination. We may not see a soaring
hawk although we may be looking at the sky. We
may not see a community of ants even though we are
looking at the sidewalk. During a walk in the woods,
we may leave the trail to see a tree better-and then
not see the wildflower we trample even though we
are looking at the forest floor as we walk to the tree.
Each of us can educate ourselves to see. It takes at
least three elements: 1) to learn to be a careful observ-
er, even if we do not have sight through our eyes; 2)
to be aware of our surroundings; and 3) to recognize
any part of our environment as being part of a larger
whole. As we enter a forest community, for example,
we are a part of that community as much as we are
part of our school community or neighborhood com-
munity. At a level, we are members of any communi-
ty we enter. As a result, we have an opportunity and
an obligation to see our neighbors and to be responsi-
ble members of each community we enter.
The major purpose of this activity is for students to





1. Let's practice seeing things. Cover a desk, bulletin
board, other wall display, or table with a large sheet
before students come to class. Ask the students to
write down all the things they thought they saw there
before the area was covered. When their lists are com-
pleted, ask them to tum over their papers. Remove
the sheet. On the backside of their first lists, have the
students make a new list of what they see. What kinds
of things did they remember? What kinds of things
were most often missed? Let them come up with rea-
sons why they think this happened.
2. Have the students go outdoors and pick one spot
near a tree, a fence, a brook, a field, etc. Each student
should find a spot alone, at least 50 feet from the clos-
est human neighbor. Allow 15 minutes for this solo,
or approximately five minutes for younger students.
The students should look in a broad sense of the
word-seeing, touching, listening and smelling.
They should record everything they "see." (See "Wild
Words" for a journal-making activity to use in record-
ing their observations.) Fifteen minutes will provide
time for an initial spurt of observations, a plateau and
then another spurt as they begin to realize how much
they missed the first time around. (Younger children
need only record in their minds; no need to write.)
Use an agreed upon signal to indicate when it is time


























3. Bring the students together for a discussion, cen-
tering on the process they went through as well as
their list of sightings. Did they focus on anyone area
for a long time? Did they continue to shift their gaze?
How did they focus their hearing and smelling? Cup-
ping hands around their ears to simulate animal hear-
ing has a dramatic effect on abilities to hear. Blind-
folding seems to cause a compensation toward better
hearing as well. Moistening the undersurface of the
nose and the entire upper lip area increases smelling
ability. NOTE: Our role as teachers is a difficult one in
that we are most effective when we teach our stu-
dents how to look and see without telling them what
to see.
4. Talk with the students about the joy and impor-
tance of seeing as fully as we can-as a way of appre-
ciating, respecting, and learning more about the
world in which we live. Older students: Discuss the
importance of careful observation of our environ-
ments beginning with the basis for our fundamental
life support systems-air, water, soil, plants, animals.
5. OPTIONAL, with older students: Talk about the
process of continuing to develop our senses as being a
life-long process for each of us. We are always learn-
ing and can learn even more. Sensing more in our sur-
roundings can help us detect changes in our environ-
ment, cause us to become curious and ask questions,
and help us to become better, more aware and in-
formed decision-makers.
EXTENSIONS
1. Blur your eyes. What patterns and shapes do you
see?
2. What else did you see? Any living things? What
were they? Were they plant or animal?
3. Categorize what was observed as living or nonliv-
ing-and/ or as animal, plant, mineral.
4. Play the game" Animal, Vegetable, Mineral" or
"What Am I?"
5. Distinguish between qualitative and quantitative
observations. Describe the differences between infer-
ences and observations.
AQUATIC EXTENSION
Pick the nearest water in the outdoors you can think
of. It might be a drinking fountain, a sprinkler hose, a
pond, a stream, or the beach. Try to imagine it clearly
in your mind. Draw a picture showing as much detail
as possible of the water and its immediate environ-
ment. Include any wildlife and vegetation you think
may be in the environment near and in the water. Did
you leave anything out? Now, or as soon as possible,
take your drawing to the spot. Look around. Make a
written list of anything you did not include in your
drawing. Add to your drawing to make it complete.
EVALUATION
1. Think of three of your friends. Without looking at
them, write down the color of their eyes, and a de-
scription of what they were wearing last time you
were together. Check to see if you were right.
2. Find and observe an insect. Pretend that you are
making a report about what you observed to an ento-
mologist (insect biologist). Include detailed observa-
tions. Explain the potential value of such detailed ob-




Subjects: Language Arts, Science, Social Studies, Art
Skills: description, discussion, listing, observation
Duration: 20 to 45 minutes
Group Size: any
Setting: outdoors and indoors
Conceptual Framework Reference: I., IV.D.2., IV.E.5.,
VI.B., VI.B.2.,
Key Vocabulary: observe, see, appreciate, sense





Students will be able to: 1) describe their feelings
about hunting; 2) compare their attitudes to those of
other people; and 3) make personal judgments about
the appropriateness of hunting.
METHOD
Students read and discuss a story.
BACKGROUND
People have hunted animals since earliest times.
Products of the hunt have been used for a wide vari-
ety of purposes including for food, clothing, tools,
bedding, medicines and religious objects.
Centuries of time and modern technologies have
tended to urbanize human populations, removing
many from the necessity of as much daily contact
with natural systems.
19( By percent of population, fewer people hunt today.
For many, the opportunity, interest and necessity is
not available. Many people have lost the knowledge
and skills, as well as the need, to hunt. The slaughter-
house and butcher shop serve many instead. There
are still those who hunt. Some seek wild meats for nu-
trition and purity. Some utilize horns, antlers and
hides for tools, clothing and decoration. Today in the
United States, hunters pay fees to hunt, and hunt
under stringent and restrictive conditions, their hunt-
ing controlled by management practices and concern
for perpetuation of species and habitat.
In recent times, hunting has been used by wildlife
management agencies as a tool for managing some
species of wildlife. Human activities in much of North
America have greatly reduced the natural predators
of many animal populations. Wildlife management
policies often attempt to substitute human hunting as
a check on the population growth of prey species. The
effects of mortality factors such as predation and
human hunting are subjects of debate and in need of
further study.
Hunters pay fees in order to hunt, and simultaneous-
ly must follow all regulations of the agency responsi-
ble for wildlife management in their state or province.
The hunters' fees as well as a portion of taxes on cer-
tain hunting-related equipment go directly to contin-
uing management of wildlife resources, purchase and
restoration of wildlife habitat, and enforcement of
wildlife-related laws.
Why do some people hunt? Most hunters in the Unit-
ed States today find it difficult to express their feel-
ings about why they hunt and kill wildlife. Most
hunters say they hunt because they like to get outside.
Most would call their hunting recreation and some
would call it sport. Most hunters feel they are making
a significant contribution to the perpetuation of
wildlife species and habitat since the proceeds from
the license fees they pay as well as taxes on some
hunting and fishing related equipment are used for
wildlife management, including major revenue sup-
port for most state fish and wildlife programs. Most
hunters use some of the products of the hunt for food.
Almost no one today uses nearly all products of the
hunt as our ancestors typically did from necessity.
Some people are opposed to hunting. They may be-
lieve it to be unethical, or that it is biologically unnec-
essary and even detrimental to the long-range health
and genetic vitality of wildlife populations. Another
concern is for the suffering of individual animals. The
ethical right of humans to take the life of other ani-
mals is also questioned. Some object to management
practices they perceive to be aimed solely at produc-
ing wildlife for the benefit of hunters.
Some who do not believe it appropriate to kill for
sport or recreation may accept hunting as a tool in
managing certain kinds of wildlife and under certain
conditions. For example, they may accept hunting
when the meat is utilized for food; or hunting to con-
trol a species which is harming important habitat.
Others choose not to hunt, but may not take an active
stand either for or against hunting.
Within any community, there will be a range of views
on the subject.
The major purpose of this activity is for students to
examine their own attitudes about hunting.







student copies of story
PROCEDURE
1. Ask each student to think about his or her person-
al feelings about hunting animals. The students may
or may not choose to share their feelings in discus-
sion. OPTIONAL: Ask each student to write a brief
description of his or her personal feelings about hunt-
ing before proceeding with this activity.
2. Provide each of the students with a copy of the fol-
lowing story to read, or read it aloud to the students.
3. After having read or heard the story, ask each stu-
dent to write their own ending to it. What does Jamie
do? Why? How does he feel?
4. Next ask the students to discuss the story and their
endings to it. How do they think Jamie feels about
hunting? How do they think Jamie feels about the ani-
mal he is hunting? How do each of them feel about
animals and about hunting? Additional questions for
discussion could include: Why is legal hunting al-
lowed? What is the difference between hunting and
poaching? Do you think hunting should be allowed?
What reasons do people have for hunting? What rea-
sons do people have who believe that hunting should
not be allowed? In your judgment, what, if any, are
appropriate reasons for hunting to be allowed? In
your judgment what, if any, are appropriate reasons
hunting should not be allowed? What responsibilities
do you think people have if they choose to hunt?
What responsibilities do you think people have if they
choose not to hunt? NOTE: Set a tone for discussion
where each student's personal judgments are ac-
knowledged and respected.
EXTENSIONS
1. Find out the following: Who sets the rules and en-
forces the legal regulations for hunting? (Regulations
for legal hunting are established by the state agency
responsible for wildlife. All wildlife in the United
States, even on private property, is considered to be-
long to the public. It is managed on the public's behalf
by state and federal wildlife agencies. Private organi-
zations and individuals influence management, but
legal responsibility belongs to state agencies, with
some species and practices involving the federal gov-
ernment through the U.S. Fish and Wildlife Service
and other federal agencies.)
2. Check with your state wildlife agency to find out
what kinds of hunting, if any, are allowed in your
area-as well as when, why, by what methods, with
what equipment, at what age, and under what regula-
tions. Also find out what kind of hunter preparation
or education is required, if any, for people who want
to be allowed to hunt.
3. Check with a diverse and representative range of
interested groups for their positions concerning hunt-
ing. Some groups may be for hunting, some against,
and some may not take an official position. Investigate
their reasons for their positions. Check each point of
view for accuracy of information provided. For exam-
ple, groups which could be contacted include: Ameri-
can Humane Association, Defenders of Wildlife, Hu-
mane SOCiety of the United States, International
Association of Fish and Wildlife Agencies, National
Audubon Society, National Rifle Association, National
Wildlife Federation, The Wildlife Society and Wildlife
Management Institute, as well as state and federal
wildlife agencies. Examples of position statements
from a variety of organizations are included in this ac-
tivity as optional background information.
4. Hold a series of debates. Argue and support posi-
tions for and against hunting.
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EVALUATION
Write an essay describing reasons for and against
hunting. Include your personal feelings and recom-
mendations about the appropriateness of hunting.
Age: Grades 5-9
Subjects: Social Studies, Language Arts, Science, Math
Skills: analysis, comparing similarities and differences,
description, discussion, evaluation
Duration: 45 minutes or longer class periods
Group Size: any
Setting: indoors or outdoors
Conceptual Framework Reference: ILA., II.B., II.C., 11.0.,
11.0.1., I1.E., I1.E.l., II.E.2., II.E.3., II.F., III.C., III.C.I.,
m.C.2., IILE., III.E.l., III.E.2., III.F., III.F.l., III.F.2., III.F.3.,
III.F.4., III.F.5., IV.A., IV.B., IV.C., IV.C.I., IV.C.2., IV.D.,
IV.D.l., IV.D.2., IV.D.3., IV.DA., IV.D.7., IV.E, IV.E.l.,
IV.E.2., IV.E.4., IV.E.5., IV.E.6., IV.E.7., IV.E.9., IV.E.ll.,
IV.F., .IV.F.l., IV.F.2., IV.F.3., IV.FA., IV.F.5., IV.F.6., IV.F.7.,
IV.F.B., IV.F.9., V.A., V.A.3., V.A.S.; V.A.6., V.B., V.B.l.,
V.B.2., V.B.3., VI.B., VLB.l., VLB.2., VI.B.3., VLB.4., VI.B.5.,
Vl.B.6., vr.c.. vr.c.i.. VI.C.2., VI.C.3., VI.C.4., VI.C.7.,
VLC.9., VI.C.12., VLC.ls., VLC.16., VII.A., VII.B., VII.B.2.
Key Vocabulary: browse, habitat, edgeeffect, carrying ca-
pacity, adaptation, predator, prey, range, ecological niche,





Students will be able to: 1) give examples of ways in
which wildlife has influenced the development of
human societies; and 2) describe wildlife as having
important social and political value for people.
METHOD
Students research and construct annotated bibliogra-
phies.
BACKGROUND
The development of human societies has been affected
by wildlife. Throughout history, human populations in
varying degrees have been dependent upon wild ani-
mals as a source of food, clothing, shelter and utensils.
Since the days of earliest humans, it might be argued
that human society has affected the development,
movement and size of wildlife populations, rather
than the reverse; however, there are examples
throughout human history and through the present
where human populations have followed, been influ-
enced by, and were or are dependent upon wildlife
populations.
People have, and continue at times to, come into con-
flict over wildlife. Explorers and immigrants to North
America came into conflict with native peoples over
hunting grounds and fishing waters. Treaties and al-
liances between Native American Indian nations and
between representatives of European nations, for ex-
ample, sometimes were formed and shifted in strug-
gles over wildlife resources. Some disputes continue
today.
The major purpose of this activity is for students to
recognize that wildlife has social, historical and politi-
cal value in the lives of human beings.
MATERIALS
writing materials; access to library resources
PROCEDURE
1. Begin a discussion with students about ways in
which wildlife has influenced the development of
human societies. For example, the abundance of
wildlife as a source of food and other products influ-
enced the selection of sites for early human communi-
ties. Encourage the students to think specifically
about the early development of the North American
continent, with other areas of the world addressed
optionally. Brainstorm ideas.
2. After discussion, refine the list of brainstormed
topics into a smaller list of general topics which could
be researched. Include these, as well as other topics
you find useful:
• historical influence of the availability of wildlife
on the size and location of human communities
• examples of issues and conflicts related to
wildlife, historically and in the present
• treaties and alliances within and between people
and nations involving wildlife
• creative portrayal of wildlife through art, litera-
ture, dance, music and drama as historic as well
as contemporary means of expressing human re-
lationships with wildlife
3. Ask each student to select one of the research
areas. After selecting an area to learn more about,
each student will need access to a library or other
source of resource and reference materials. Ask each
student to identify from three to six resources for the
research topic, to briefly describe the contents of each
resource, and to include one interesting quotation
from each resource. Using a bibliographic format you
establish, ask each student to submit an annotated
bibliography of resources for his or her research topic,
including the author, title, publisher, copyright date,
identification of kind of document (book, article, film,
etc.), the brief description and the quotation.
4. Conclude with a class discussion of the students'
findings. Ask the students to summarize key relation-
ships between the development of human societies
and wildlife, as well as to describe major social and
political values to humans from wildlife resources. If
possible, compile a master bibliography for each of
the students to have, based on the total of their indi-
vidual contributions.

















1. Write an essay describing the historical and pre-
sent importance of wildlife.
2. Create an annotated bibliography of at least two
sources that explore a problem related to wildlife,
your state and a neighboring state.
Age: Grades 7-12
Subjects: Social Studies (American History, World Histo-
ry, Geography), Language Arts
Skills: analysis, classification, comparing similarities and
differences, discussion, listing, reading, research, small
group work, synthesis, writing
Duration: two class periods, two homework periods
Group Size: any
Setting: indoors
Conceptual Framework Reference: II.A., II.B., II.C.,
II.C.I., II.C.2., II.C.3., II.D., II.D.2., II.D.3., II.D.4., II.E., II.F.,
V.A., V.A.l., V.A.2., V.A.3., V.A.4., V.A.S., V.A.6., V.B.,
V.B.I., V.B.2., V.B.3., VI.B., VI.B.l., VI.B.6., VI.c., VI.C.3.,
VI.C.4., VI.C.6., VILB.3., VII.B.5., VII.B.6.





Students will be able to: 1) identify at least one native
edible plant; and 2) describe the relationship between
wild plants and contemporary cultivated plants; that
is, that all cultivated plants originally developed from
a wild plant source.
METHOD
Students create a local seasonal calendar identifying
native edible plants and their uses.
BACKGROUND
People are regaining an interest in and appreciation
for native plants. Edible wild plants are gaining in-
creased attention with growing human concern about
unhealthy ingredients in many commercially pre-
pared foods-additives, preservatives, artificial ingre-
dients, pesticide residue, etc.
o
Edible wild plants can grow without the application
of commercial fertilizers, pesticides and human labor.
They comprise part of the original human foods.
Some researchers suggest that some wild edible
plants offer benefits not found in many contempo-
rary, cultivated foods. Wild plants are still used today
as a food source for some traditional peoples, includ-
ing some Native American Indians. Present-day
botanists and other plant researchers use wild plants
as a source of important genetic attributes in order to
improve plant strains already developed originally
from wild plant sources. Wild plants are still used as a
means for developing new food and medicine sources.
In fact, with the rapid disappearance of plant and ani-
mal species from the planet, many researchers are con-
cerned that those species remaining will be increasing-
ly limited in their capacities to adapt. The genetic pool
gets smaller with each species lost. Of course, wild
plants are not just used as sources of food and medi-
cine-but as important sources of many other natural
materials used by people and animals.
This activity focuses on use of native edible plants as
a food source for people. Caution should be taken
with this activity. DO NOT PICKANYWILD EDIBLE
PLANTS without a resource person, knowledgeable
both about the plant and its characteristics, and
knowledgeable about the abundance and reproduc-
tive capabilities of the plant in the region. It is essen-
tial to know precisely which plants in the area are poi-
sonous. It is also important that any wild plants are
used sparingly, taking care not to use the plants so
heavily that they cannot successfully reproduce and
remain available over time. Make sure the plants are
abundant, and not rare, endangered, or threatened.
Find out what wild animals may depend either direct-
ly or indirectly on any plants you find and consider
using; an example of an indirect use is when one
species of animal depends for food on the availability
of another species of animal which in tum depends
on the plant source you have identified as a food
source for people. People can pick wild plants and
unknowingly impact threatened, rare, or endangered
animal species. People and animals can use the same
plants. We stress checking the abundance and range
of the plants involved, and emphasize conducting
this activity without picking any plants unless prop-
er precautions are taken.
Local wildlife-related agencies can help with the nec-
essary information about what animals depend on the
plants you identify as potential human food sources;
native plant societies are an important and useful
source of information about which plants are edible
for humans. Both agencies should be contacted for in-
formation about range and quantity of plants in-
volved.
The major purpose of this activity is to introduce stu-
dents to edible wild plants as a food source, making
the connection that all cultivated plants originally de-
rived from wild plants.
MATERIALS
poster-making materials; reference materials on wild
edible plants
OPTIONAL: access to area with wild and edible
plants
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PROCEDURE
1. Ask students, alone or in small groups, to make a
poster-sized seasonal calendar depicting: Winter,
Spring, Summer, Fall.
2. Ask the students to prepare a list of some of the
local wild plant species that can be used for food pur-
poses by people, according to the season in which the
plant is available. Local resource people and/ or mate-
rials will be essential in this process.
3. The students next sketch (or include photos) and
label the plants on the calendar according to the sea-
son in which it is or can be harvested for human use.
Some plants may be used in more than one season.
Additional information to be included with the identi-
fication of the plant on the calendar; its approximate
location; which portion of the plant is used and for
what purposes (CAUTION if any portion of the plant
is poisonous); what animals-if any-also use the
plant, and for what purposes (Note if any animals are
threatened, rare, or endangered); what contemporary
cultivated plants derived from this or a similar
source, if any; and for what contemporary purposes
the plant or its cultivated counterpart is used, e.g.
food, medicine, fiber.
4. Discuss the findings. Talk about the usefulness
and importance of wild and edible plants, to both
people and wildlife. NOTE: Although the activity
does not require it, its effectiveness is enhanced if the
students are able to take a field trip to identify those
plants in the wild!
EXTENSIONS
1. Prepare a Wild Edible Plants Book for your area-
including hints as to where the plants usually may be
found, necessary cautions in order to protect the
available supply for future generations of people and
animals, characteristics of the plants, information
about what animals use them and for what purposes,
and even recipes for people's use of the plants as a
food source!
2. Identify traditional uses, e.g., by Native American
Indian people in your area, of native plants and ani-
mals. Are plants and animals still available for his-
toric uses? Why or why not?
3. Trace contemporary foods that have been derived
from wild plants and animals.
4. Cultural conflicts may take place today as people
with differing cultural traditions value plants and ani-
mals for different purposes. Investigate contemporary
differences of opinion about appropriate uses of
plants and animals, e.g., for food.
5. Study practices of traditional hunting and gather-
ing societies. Contrast those practices with those of
early farmers, with present day family farmers, with
contemporary agribusiness. In each case, how was or
is the continued availability of the food source pro-
vided for?
6. Check local stores to see what, if any, products
make use of wild and native plants in their ingredi-
ents. If you find some, try to find out what regulations
protect the commercial harvest of these plants, if any.
How are regulations affecting these plants enforced?
EVALUATION
1. Identify three kinds of cultivated plants we can buy
in a store that were originally wild plants, and identify
the wild plants from which they were developed.
2. Name one native wild plant in your area, and de-
scribe its characteristics, history, and uses over time.
3. Other than food, describe two important uses of
wild plants.
4. How could the loss of plant species through ex-
tinction be a loss for humans?
5. Describe three precautions that should be taken if
selecting and collecting wild plants for any purpose.
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Age: Grades 7-12
Subjects: Social Studies (History, Geography, Anthropolo-
gy), Science (Botany, Life Science), Environmental Prob-
lems, Language Arts, Art, Home Economics
Skills: analysis, application, classification, comparing sim-
ilarities and differences, description, discussion, drawing,
evaluation, media construction, research, synthesis, visual-
ization, writing
Duration: minimum of two 45-minute periods
Group Size: any
Setting: indoors, outdoors if possible for field research
Conceptual Framework Reference: LA.3., 1II.A.2., III.B.,
III.B.I., III.B.2., III.B.4., V.A., V.A.I., V.A.2., V.A.3., VI.A.,
VI.A.2., VI.A.3., VI.A.4., VI.A.S., VLB., VLD., VI.D.I.,
VII.A., VILA.I., VII.A.2., VILA.3., VII.A.4., VILB., VII.B.I.,
VII.B.2., VII.B.3., VII.B.4., VII.B.7.
Key Vocabulary: wild, native, edible




Students will be able to: 1) define wildlife manage-
ment; and 2) describe major trends in wildlife man-
agement philosophies and practices.
METHOD
Students generate questions and contact agencies and
organizations involved in wildlife management for
information.
BACKGROUND
NOTE: This activity can be used as an extension of
"Wildwork."
In the United States, wildlife is considered to be a
public resource. That means that even when lands or
waters are privately owned, the wildlife is not. In
some states, there are exceptions to this rule. This is
notable with wild animal ranches where wildlife is
raised by private individuals for hunting or fishing
purposes. For the most part, however, wildlife is held
in the public rather than private domain. Primary
legal responsibility for managing and conserving
most wildlife in the United States is delegated to gov-
ernment agencies, to serve on behalf of the public. A
state wildlife agency has legal responsibility for man-
aging most of the wildlife in your area, whether that
wildlife is on public or private lands and waters. Fed-
eral agencies, primarily the U.S. Fish and Wildlife Ser-
vice, in cooperation with state agencies, are legally re-
sponsible for managing wildlife affecting national
interests such as threatened and endangered species,
marine mammals and migratory wildlife. The range
of wildlife managed will vary widely by states, agen-
cies and jurisdictions.
Wildlife management may be seen as part of the large
field of resource and environmental management. We
define a resource as "a portion of an environment
upon which people have placed or assigned value, or
see as being available for use." Uses may be con-
sumptive or nonconsumptive. Assigning a value or
recognizing a use does not necessarily connote judg-
ments based on ethical considerations, nor does it
imply that ethical judgments are not involved. Use of
the terminology "resource" is intended as descriptive,
not evaluative. Questions of ethics are uniquely per-
sonal and cultural.
We define wildlife management as "the application of
scientific knowledge and technical skills to protect,
preserve, conserve, limit, enhance, or extend the value
of wildlife and its habitat." In wildlife terms, we de-
fine management as "the intentional manipulation or
nonmanipulation of habitat and the organisms within
the habitat."
Management is, by definition, a set of practices that
involve intention to accomplish determined goals.
Specific management practices may look like no man-
agement, e.g., letting wildfires burn in national parks
and wilderness areas. Other management practices
may depend upon carefully calculated intervention,
e.g., adjusting hunting permits with the objective of
reducing, increasing, or maintaining a wildlife popu-
lation in an area.
Wildlife management philosophies and practices have
undergone changes as new information becomes
available and circumstances change. As in all resource
management professions, there is much to learn in
order to do the best possible job in accomplishing
goals of preserving, conserving, enhancing and pro-
tecting environments, as well as the natural resources
and interrelated life forms that live within them.
There are also differences of opinion-even among
"experts"-~s to which management practices and
philosophies are most appropriate and most effective.
See the activity "Philosophical Differences."
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The major purpose of this activity is to provide stu-
dents with some background in understanding
wildlife management, beginning by studying the de-
velopment and present philosophy and practices of
the public agency legally designated with responsibil-
ity for wildlife management in their own state and
community. Also see the activity "Who Pays for
What?" for a focus on the sources of funding, histori-
cally and to the present, of wildlife management in
the United States.
MATERIALS
research, writing, and skit materials
PROCEDURE
1. Ask the students to generate a list of questions to
be directed to the agency responsible for wildlife
management in their state and community. Their
questions might include:
When was the agency organized? Why was it orga-
nized? How is it legally constituted, and with what
responsibilities? What is the agency's philosophy of
wildlife management, how does it define wildlife
management and what are its objectives? What major
programs does the agency have in order to accomplish
its objectives and responsibilities? Are these the same
kinds of programs for which the agency has been re-
sponsible since it was established? What major simi-
larities and differences are there in the programs, prac-
tices and underlying philosophy of the agency since it
was established? What major trends does the agency
see in wildlife management philosophies and prac-
tices? What are the major sources of funding for the
agency? What, if any, changes and trends in the major
funding sources have there been over time? What reg-
ulations and laws affecting wildlife should we know
and tell others about? What are the most difficult
problems facing the agency at this time? What are the
most important things we can know and do to be in-
formed and responsible citizens concerning wildlife?
2. Once the major questions of interest have been
identified, ask the students to send a letter to the
agency asking for information in response to their
questions. Before the letter is mailed, be sure to re-
view it for clarity and appropriateness. One concise
letter to the Director's office, with all the questions in-
cluded, is recommended. Under the circumstances as




3. Ask the students to develop similar questions and
letters to send to other agencies and organizations in-
terested in wildlife management, like: federal agen-
cies (U.S. Fish and Wildlife Service, U.S. Forest Ser-
vice, Bureau of Land Management, National Park
Service, Soil Conservation Service, U.S. Department of
Agriculture Extension Service, etc.); private organiza-
tions (American Fisheries Society, American Humane
Association, Animal Protection Institute, Canadian
Wildlife Federation, Cousteau Society, Defenders of
Wildlife, Ducks Unlimited, Friends of the Earth, Fund
for Animals, Humane Society of the United States,
Izaak Walton League of America, National Audubon
Society, National Rifle Association, National Wildlife
Federation, Sierra Club, Sport Fishing Institute, The
Wildlife Society, Wildlife Management Institute, etc.);
private industry (forest products, utilities, mining,
commercial fishing, etc.); and associations like the In-
ternational Association of Fish and Wildlife Agencies.
Encourage the students to make a real effort to con-
tact a diverse and representative range of groups.
4. Once responses have been received from the stu-
dents' letters of inquiry, ask the students to summa-
rize and interpret their findings.
EXTENSIONS
1. Compare similarities and differences between the
wildlife management philosophies and practices of
the agencies and organizations researched in this ac-
tivity with those of Native American Indian people of
the region-today and in early historical periods.
2. Construct a matrix comparing similarities and dif-
ferences of wildlife management philosophies and
practices among all the agencies and organizations re-
searched as a part of this activity.
3. Create a visual interpretation of apparent trends in
wildlife management.
4. Contrast the development and current status of
wildlife management in the United States with that in
other countries of the world today.
5. Investigate the overlap between and within agen-
cies and organizations interested in wildlife and other
resource management.
6. Look for wildlife references in historic journals to
get a feeling for what people saw in earlier times. In-
terview "old timers" in the community who can de-
scribe changes they have seen in numbers, kinds and
range of wildlife in your area. How have attitudes
changed, if at all?
© 1992 Western Regional Environmental Education Council.
INTERNET LESSON PLANS
The following lesson plans were downloaded off of the internet courtesy of ask
ERIC. The internet address is: http://Ericir.syr.edu/ The lesson plans are available
through the library feature of ask ERIC. I have included the following as they are relevant
to fifth grade elementary curriculum and also encompass the whole language philosophy.
The units are divided into two main sections: Crossroads and Interdisciplinary.
Crossroads is a longer series of lessons that revolve around a topic, much like the
instructional units at the beginning of this project. Interdisciplinary are shorter lesson
plans which span various disciples and subjects.
... u:70/00/Lesson/Crossroads/elemlfrt mat
CROSSROADS
A K-16 American History Curriculum
The Elementary Curriculum
A joint project of the Niskayuna School District and The Sage Colleges
Made possible with the assistance of the Fund for the Improvement and
Reform of Schools and Teaching (FIRST) of the United States Department of
Education
Council for Citizenship Education, Russell Sage College
Troy, New York
CROSSROADS: A K-16 American History Curriculum
Copyright 1995 by the Council for Citizenship Education. All rights
reserved. This material may be reproduced for classroom use and other
educational purposes without prior permission so long as no commercial
profit is gained from it and so long as full credit is given. The proper
citation for this material is as follows: CROSSROADS: A K-16 American
History Curriculum, Troy, NY: Council for Citizenship Education, Russell
Sage College, 1995.
Project Directors:
Henry E. Mueller, Social Studies Coordinator, Niskayuna School District





Unit I. A World of Their Own: The Americas to 1500
Unit II. Contact: Europe and America Meet, 1492-1620




























The Founding of New Societies, 1607-1763
What Was the American Revolution? 1760-1836
The Ambiguous Democracy, 1800-1848
"Now We Are Engaged in a Great Civil War," 1848-1880
What, Then, Is This American? 1865-1900
Leader of the Free World, 1945-1975
A World of Their Own: The Americas to 1500
Contact: Europe and America Meet, 1492-1620
The Founding of New Societies, 1607-1763
What Was the American Revolution? 1760-1836
The Ambiguous Democracy, 1800-1848
"Now We Are Engaged in a Great Civil War," 1848-1880
What, Then, Is This American? 1865-1900
Waves of Reform, 1880-1921
Boom and Bust, 1921-1933
The Age of Franklin D. Roosevelt, 1933-1945
Leader of the Free World, 1945-1975
A Nation in Quandary, 1975--
In 1992, The Sage Colleges (Troy, NY) and the Niskayuna School
District (Niskayuna, NY) received a three-year grant from the Fund for the
Improvement and Reform of Schools and Teaching (FIRST) of the U.S.
Department of Education to develop a seamless K-l 6 curriculum in American
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history. The curriculum, called Crossroads, is composed of thirty-six
units equally distributed among elementary, middle, and high school grade
levels, as well as course syllabii for preservice social studies educators
on the subj ects of American history and history education. The curriculum
is chronologically organized into twelve historical periods--each covered
by a unit at each of the three grade levels.
Each unit begins with an essay on the history and historiography
of the period written by the project historian, Richard B. Bernstein, an
Associate of the Council for Citizenship Education at The Sage Colleges
and an adjunct faculty member at New York La w School and distinguished
historian. The unit plans were then written by teams of Niskayuna and Sage
teachers after a year-long seminar in American history and historiography
with Professor Bernstein. Following their preparation, elementary and
middle school units were field tested within the Niskayuna District and
in the Albany City School District. The middle school curriculum was also
field tested in two Ohio districts. All units were reviewed by an advisory
panel. The project is directed by Stephen L . Schechter, a Professor of
Political Science and Director of the Council for Citizenship Education at
The Sage Colleges, and by Henry E. Mueller, Niskayuna Middle School Social
Studies Coordinator. The project is administered by the Council for
Citizenship Education.
Developed by the Niskayuna-Sage partnership, the "crossroads"
model of curriculum development begins with three strategic junctures of
history education: (1) at grades seven and eight, where a natural
"crossroads" already exists between elementary and se condary education,
between childhood and adolescence, and between an interest in the concrete
and a capacity to grapple with the abstract; (2) in the first year of
postsecondary education, where students are taking surveys of American
history, government, and education which can provide a critical juncture
between secondary and postsecondary education; and (3) in capstone
experiences of postsecondary education, notably social studies methods and
student teaching, in which students experience another trans ition, this
time between their undergraduate experience in postsecondary education and
the prospect of a teaching career rich in lifelong learning experiences.
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CROSSROADS
Introduction: Elementary School Curriculum
The elementary school CROSSROADS curriculum represents an
important part of our work on a seamless K-16 American history curriculum.
During the school year 1992-93, elementary, middle school, high school,
and college teachers met with Project Historian Richard B. Bernstein to
discuss periods of American history and make preparations to translate
these ideas into successful classroom instruction. In the summer of 1993,
middle school teachers developed the first curriculum, based on this joint
effort. Throughout the school year 1993-94, elementary school teachers
met to review the work of the middle school teachers and prepare for
curriculum writing in the summer of 1994. The first draft of the
elementary school curriculum was field tested during the school year
1994-95 and extensively revised during the summer of 1995.
This elementary curriculum is divided into three parts:
1. A series of lessons for grades K-2 is organized around national
holidays and other events often included in primary level instruction.
The emphasis is on integrating historical study with language arts;
children learn about key elements of American history through children's
literature and a wide variety of activities. Not every unit of Mr.
Bernstein's chronological framework is introduced in the primary grades.
The lessons are aimed at telling compelling, historically accurate stories
which will motivate student learning in future grades.
2. At grade 3 or 4 (individual school districts may decide which
grade would be most appropriate), students are introduced to a study of
chronological American history by examining units beginning with
pre-Columbian Indians and ending with the Civil War and Reconstruction.
This curriculum continues to employ literature as an important vehicle to
introduce historical information, but also introduces more nonfiction
sources and library research.
3. At grade 5, students complete their study of American history
begun in an earlier grade by examining six units beginning with America
after the Civil War and proceeding to the present. As with the earlier
curriculum, additional emphasis is placed on research and nonfiction
sources of information.
Goals of the Elementary Curriculum
While developing this curriculum, the elementary school teachers
kept the following points in mind:
For elementary-school students, history should be viewed as an
engaging story that captures the imagination. Much of this curriculum
promotes reading, story telling, and hand-on activities that promote
curiosity and make American history fun to learn.
A major goal of the elementary school curriculum is to provide
lessons that fit into a seamless flow, avoiding repetition or omission of
major facts and ideas from kindergarten to post-secondary instruction.
Teachers using this curriculum should review the curriculum written for
both earlier and later grades in order to see these connections.
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This curriculum, like all CROSSROADS curriculum, parallels the
historical essays written by Richard B. Bernstein for this project.
Regardless of the grade level being taught, teachers using this document
should read his essays prior to classroom instr uction. Mr. Bernstein's
twelve units of periodization form the basis of organization of units at
all grade levels. In the two intermediate grades, all twelve units are
covered; however, only some are included in the primary grades because
these lessons were organized for the most part around national holidays.
A major theme of this curriculum, and a difficult concept for
elementary school students, is the notion of chronological order. We
propose that in each school, in a central place such as the cafeteria, a
permanent American history time line be painted on a wall. As students at
any grade level, kindergarten through five, complete a study of some
lesson based on this curriculum, students should place a piece of their
own work or some symbol of what they learned on this time line. In this
way students will learn about time, see where their studies fit in
relationship to all American history, and see graphically what others are
learning about. Such a time line could be a powerful tool in making
history instruction come alive at the elementary level.
Organization of the Curriculum
Every instructional unit is organized in the same way to aid
teachers in using it to develop their lessons.
The Content to be Covered in the unit is listed on the first page
in statement form.
A Teacher's Rationale describes the thrust of the unit from the
teacher's point of view.
A Table of Contents lists the lessons in the unit.
Detailed Lessons and Activities for the unit follow the first
pages. Teachers may feel free to use their professional judgment to
modify these lessons; however, please note that often one lesson builds
upon another, so that one should preview an entire unit before changing
individual lessons. These lessons often include handouts and worksheets
for student use in the classroom.
Conclusion
This curriculum document represents countless hours of
preparation, writing, and field testing by dedicated elementary teachers.









The first draft was field tested by teachers at Niskayuna and the Albany
(New York) City School District. After review by the project's Advisory
Board, the final draft was compiled by project co-director Henry E.
Mueller.
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Crossroads Elementary Curriculum
Grade 5
Unit VII: "What, Then, Is This American?" 1865-1900
Content to be Covered:
1. Segregation changes the South after the Civil War.
2. Western expansion affected both settlers and Indians.
3. The Transcontinental Railroad changed America.
4. Cities grew through the effects of changes in transportation, industry,
and immigration.
Teacher's Rationale:
The focus of this unit is on the immediate changes in America following
the Civil War. Students will examine how our nation changed as an outcome
of the war as well as how technology and transportation helped us grow.
Literature appropriate for this age has been utilized often to enhance the
learner's experience and spark new interest in history. There are many
appropriate books for this time period. Suggestions for a classroom
library are included with many of the lessons.
Table of Contents:
Lesson 1: How Did the Transcontinental Railroad Affect the Settlers?
Lesson 2: How Did the Transcontinental Railroad Affect the Indians?
Lesson 3: How Did the Cattle Industry Influence Life in the West?
Lesson 4: Great Inventors
Lesson 5: Immigrants Corne to America
Lesson 1: How Did the Transcontinental Railroad Affect the Settlers?
Objectives: The student will be able to:
1. identify the advantages of railroad travel over travel by wagon.
2. determine how these advantages helped bring more people to the West.
Description of lesson/activity:
1. The teacher should explain that a Transcontinental Railroad, stretching
from the east coast to the west coast, was built to transport people,
supplies, and food across the United States. Resources such as All
Aboard! The Story of Passenger Trains_, by Phillip Ault, may be ~sed to
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add pictures and other information to the discussion. The May, 1980,
issue of "Cobblestone Magazine" is also devoted to the Transcontinental
Railroad.
2. Students should be asked to first identify the problems with wagon
travel, then identify the advantages of rail travel. Brainstorming lists
may be written on the board.
3. Students should discuss with the teacher how rail travel helped to
develop the West, making sure to include: speed, comfort, safety, and
employment.
4. Another source of information about travel on the Transcontinental
Railroad is Across America on an Immigrant Train, by Jim Murphy. The
teacher may read significant portions of this story to the class,
individual students could report on the book, or the whole class could
read it together.
5. As a culminating activity, students should create advertisement posters
for rail travel which express advantages of traveling by train. The
teacher may give examples of such advertising, using Locomotive
Advertising in America. For example, students may hang their
advertisements around the room.
Resources for Lesson 1:
Ault, Phillip H. All Aboard! The Story of Passenger Trains.
Mead Publishers, 1976).
(New York:
McCready, Albert L. Railroads in the Days of Steam.




Across America on an Immigrant Train.
(ISBN 0395633907).
(New York: Clarion
Lesson 2: How Did the Transcontinental Railroad Affect Indians?
Objectives: The student will be able to:
1. recognize that the Plains Indians depended upon buffalo for food and
clothing to survive.
2. determine how the railroad helped to destroy the buffalo to near
extinction.
3. summarize how the depletion of the buffalo would affect the Plains
Indians.
Description of lesson/activity:
1. Students should review literature about the Plains Indians that
identifies their need for buffalo to survive, such as Indians of the
Plains, by Sally Sheppard.
2. The teacher should explain to students that the new railroad crossed
the buffalo territory. Ask students what might happen if buffalo were on
the tracks; discuss how this could affect both the railroad and the
Indians.
3. The teacher should describe how railroad companies hired people to
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shoot buffalo to keep them off the tracks and then to feed workers.
Eventually, settlers got in on the act as a sport to take home furs and
trophies (heads) for their walls. This kind of reckless killing almost
wiped out the buffalo on the Plains.
4. As a culminating activity, students should create comic strips showing
the cause/effect relationship between the railroad, buffalo, and Indians.
The students should show how the railroads began killing the buffalo, and
the Indians had fewer buffalo to hunt, making their lives more difficult.
A comic strip directions sheet is included for teacher reference.
Resource for Lesson 2:
Sheppard, Sally. Indians of the Plains.
1976) (ISBN 0531008479).
(New York: Franklin Watts,
How to Make Comic Strips
1. Cut a piece of 8 1/2" by 11" white paper in half lengthwise
2. Fold each strip in half and then in half again
3. Open the paper into four cells ready for scenes to be created
4. Example of cause/effect comic strip
Building the Railroad
Buffalo on Tracks
Dead buffalo near tracks
Indians looking for buffalo
Lesson 3: How Did the Cattle Industry Influence Life in the West?
Objectives: The student will be able to:
1. understand what function cowboys served in western states such as Texas
after the Civil War.
2. identify ways life was changing in the West.
Description of lesson/activity:
1. Students should read about the lives of cowboys in Texas. Good
resources for student use are Cowboys of the West , by Russell Freedman;
Cowboys , by Ubet Tomb; and Cowboy: An Album , by Linda Granfield. The
teacher may supplement these with other available sources.
2. The teacher should lead a class discussion on the role of the cowboy in
changing lifestyles in the west. The following ideas are key:
The importance of cattle for food as well as for their hides
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placed heavy demand for cattle allover the U.S.
Cattle needed to be driven north to the railroads for shipping.
A certain type of person (cowboy) was needed to transport the cattle to
the railroads.
Resources for Lesson 3:
Freedman, Russell. Cowboys of the Wild West.
1985) (ISBN 0590475657).
(New York: Scholastic Inc,
Granfield, Linda. Cowboy: An Album.
1994) (ISBN 0395684307).
(New York: Ticknor and Fields,
Tomb, Ubet. Cowboys.
0883881144) .
(Santa Barbara, CA: Bellerophon Books, 1994) (ISBN
Lesson 4: Great Inventors
Objectives: The student will be able to:
1. identify several prominent inventors of the late ninteenth century and
describe what they invented.
2. explain the importance of inventions to the rise of industry and the
changing ways of life in the United States.
Description of lesson/activities:
1. The teacher may wish to approach this topic as a whole class
instruction or as a research project. See below for both possibilities.
2. A whole class activity should center around the life and inventions of
Thomas Alva Edison. Many accessible biographies on this famous inventor
are in print. Students should read about the incandescent electric light
bulb, the phonograph, and other Edison inventions and patents. As a
culminating activity, students should write a description of what life
might be like without these inventions.
3. A research activity should cover more of the famous inventors of the
period, including Henry Ford, Alexander Graham Bell, and the Wright
Brothers. Oral reports, posters, or other displays of inventions could be
culminating activities for this research.
4. The teacher may also wish to describe less well known inventors of the
period. Students may find resources such as African-American Inventors ,
by Patricia and Fredrick McKissack, and Black Pioneers of Science and -
Invention_, by Louis Haber, appropriate sources of information.
Lesson 5: Immigrants Come to America
Objectives: The student will be able to:
1. describe the hardships faced by immigrants coming to the United States.
2. explain the reasons people came to the United States from allover the
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world.
3. understand the feelings associated with being an immigrant.
Description of lesson/activities:
1. Students should be able to describe their knowledge of immigration
gained from the primary grades CROSSROADS lessons. A book used in second
grade, Ellis Island: New Hope in a New Land , by William Jay Jacobs, is
also appropriate at this level to supplement texts and discussion.
2. A variety of books are available for students to read about
immigration, both during this time period and more recently. Students
could choose to read one or the teacher could read one to the class.
Discussion of these books should center around the common concerns faced
by immigrants. Who Belongs Here? An American Story, by Margy Burns
Knight, is a picture book that can be used to bring such a discussion
together.
3. Students should be encouraged to bring photographs or other artifacts
of their immigrant ancestors to class. While not all may be able to do
so, the collection that is brought to class will show the breadth of the
immigrant experience. If put on perm anent display, each picture or
artifact should be identified with a label that tells the name of the
student, the relationship of the immigrant to the student, and the nation
of origin. Recent immigrants can bring in pictures of their parents (or
themselves) .
4. The classroom may be transformed into the hold of a ship for an
"Immigration Day." Students can be assigned or select a nation to
represent, coming to class that day dressed as a person immigrating from
that nation. Folk songs may be sung, ethnic foo ds eaten, and the teacher
could "process" students as they enter Ellis Island. Such an activity
relies heavily on the imagination of the teacher and the students.
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Crossroads Elementary Curriculum
Grade 5
Unit VIII: "Waves of Reform" 1800s to 1921
Content to be Covered:
1. The late nineteenth and early twentieth centuries were a time of
political and social change in America.
2. Individuals such as Theodore Roosevelt, Jane Addams, Booker T.
Washington, and Woodrow Wilson were leaders in this period that helped
change and improve the nation.
Teacher's Rationale:
The time period covered by this unit encompasses a changing America. The
nation faced many challenges in the latter half of the nineteenth century
and many individuals became part of the "wave of reform" that swept the
nation. Students at this level should be introduced to the idea of
reform and a few of the people who led reform in this country.
Table of Contents:
Lesson 1: Getting to Know Theodore Roosevelt, Jane Addams, Booker T.
Washington, and Woodrow Wilson.
Lesson 2: Drawing Conclusions about Reform.
Lesson 1: Getting to Know Theodore Roosevelt, Jane Addams, Booker T.
Washington, and Woodrow Wilson.
Objectives: The student will be able to:
1. define reform and give examples of political and social reform.
2. demonstrate how a major reformer made significant changes in America in
the late nineteenth or early twentieth centuries.
Description of lesson/activity:
1. The teacher should ask students to brainstorm a list of changes that
can be made by people. At first, no attempt should be made to
differentiate between positive and negative changes. Once the list is
complete, the teacher should ask students to go through it again,
identifying the effects of the changes. Students should note people and
groups who might be positively or negatively affected by the changes on
the list. The teacher should point out that rarely is a change good or
bad for all people.
2. The teacher or individual students should then share with the class a
definition of "reform." Students could then be asked to give specific
examples of reforms, or they could go back through the brainstormed list,
identifying whether or not the change s on their lists were reforms.
1 of 3 04/25/96 00:03:44
gopher://ericir.syr.ed ...ds/elem/Grade_5/unit_8 gopher://ericir.syr.ed ...ds/elem/Grade_5/unit_8
3. Students should then be assigned to one of four groups which will each
research one reformer. Each group will be assigned to study the life and
work of either Theodore Roosevelt, Jane Addams, Booker T. Washington, or
Woodrow Wilson. The teacher may introduce or review any research skills
needed to complete the assignment; this may depend on the amount of time
allotted to the assignment and the number of resources available to the
students. Students should also be aware of the group processing and co
operative learning skills necessary to work together on a group project.
4. At a minimum, groups ought to be assigned to gather information on the
personal lives, objectives, achievements, and challenges facing each of
the four reformers. Information may be gathered from available
encyclopedias, textbooks, and library books. A few appropriate titles are
listed as resources, but teachers will want to supplement these with their
own titles.
5. Groups may report to the class about their reformer in several ways:
Groups may create posters or murals to hang around the room that.
show what they have learned.
Groups may role-play significant events in the lives of their reformers
which describe their important accomplishment and challenges.
Groups may give oral reports or employ technology using videotapes
or hypercard presentations to report their information.
6. The class should conclude this activity with a discussion of the
similarities and differences between the objectives and the
accomplishments of these four reformers. The teacher may wish to review
the brainstormed list from the beginning of this lesso n to determine the
extent to which the class predicted the efforts of these reformers.
7. Should the teacher wish to add more reformers to the list, both W.E.B.
Du Bois and Susan B. Anthony would appropriate.
Resources for Lesson 1:
The following titles are a representative list of resources for student
research:
On Theodore Roosevelt: Beach, James C. Theodore Roosevelt.
IL: Garrard Publishing Co, 1960).
(Champaign,
Cavanah, Frances. Adventure in Courage: The Story of Theodore Roosevelt.
(Chicago: Rand McNally & Co, 1961).
Force, Eden. Theodore Roosevelt. (New York: Franklin Watts, 1987).
Foster, Genevieve. Theodore Roosevelt.
Sons, 1991).
(New York: Charles Scribner &
Fritz, Jean. Bully For You, Teddy Roosevelt.
Sons, 1991).
(New York: G.P. Putnam &
Garraty, John A. Theodore Roosevelt: The Strenuous Life.
American Heritage, 1967).
(New York:
On Jane Addams: Grant, Matthew G. Jane Addams: Helper of the Poor.
(Chicago: Children's Press, 1974).
Keller, Gail Faithful. Jane Addams. (New York: Crowell, 1971).
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Kittredge, Mary. Jane Addams. (New York: Chelsea House, 1988). Johnson,
Ann Denegan. The Value of Friendship: The Story of Jane Addams.
(LaJolla, CA: Value Communications, 1979).
McPherson, Stephanie Sammartina. Peace and Bread: The Story of Jane
Addams. (New York: Carol rhoda Books, 1993).
Meigs, Cornelia Lynde. Jane Addams: A Pioneer for Social Justice.
York: Little Brown, 1970).
(New
On Booker T. Washington: Graham, Shirley. Booker T. Washington.
York: Julian Messner, Inc., 1955).
(New
McKissock, Patricia and Fred McKissock. The Story of Booker T.
Washington. (Chicago: Children's Press, 1991).
Wise, William. Booker T. Washington. (New York: Putnam, 1968).
On Woodrow Wilson: Leavell, J. Perry, Jr. Woodrow Wilson.
Chelsea House, 1987).
(New York:
Pearce, Catherine Owens. The Woodrow Wilson Story: An Idealist in
Politics. (New York: Crowell, 1963).
Randolf, Sallie G. Woodrow Wilson, President. (New York: Walker, 1992).
Lesson 2: Drawing Conclusions about Reform
Objectives: The student will be able to:
1. review knowledge about reform in the late nineteenth and early
twentieth century.
2. apply this knowledge to a modern problem.
Description of lesson/activity:
1. The teacher should review the variety of political and social problems
faced during the lives of Theodore Roosevelt, Jane Addams, Booker T.
Washington, and Woodrow Wilson, and ask students to explain the actions
taken by each of these reformers to chan ge conditions for the better.
2. The teacher should then ask the class to list current political and
social problems. From a list on the board, the teacher should ask
students to prioritize these problems and choose one to three that they
believe are the most pressing problems of the day.
3. The rest of this activity may either be done as a whole class activity
or by students in small groups. Students should choose an important
current problem and act as a group of reformers to try to develop
solutions to that problem. Their task should be to study the problem,
develop a series of alternative actions to solve the problem, and choose
the best alternative. Students could choose to create posters to describe
the problem and solutions they have chosen or they could write letters to
the editors with their reform suggestions.
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Crossroads Elementary Curriculum
Grade 5
Unit IX: Boom and Bust: 1921 - 1933
Content to be Covered:
1. Life in the 1920s can be compared to life today in many ways such as
fads in music, problems with alcohol and organized crime, the importance
of automobiles, and films as entertainment.
2. The stock market played an important part in the economic life of the
United States and the Stock Market Crash of 1929 had a profound effect on
the economic life of the United States.
Teacher's Rationale:
This unit provides students with a basic understanding of the culture in
the United States during the 1920s. By comparing this time period to
today using music, films, cars, etc., the students build on their base of
understanding. This unit utilizes film, recorded music, dance and games
to make learning meaningful and real, as well as enjoyable.
Table of Contents:
Lesson 1: Music of the 1920s
Lesson 2: Alcohol and Organized Crime in the 1920s
Lesson 3: Automobiles of the 1920s and 1930s
Lesson 4: Films of the 1920s
Lesson 5: The Economic Importance of the Stock Market Crash
Lesson 1: Music of the 1920s
Objectives: The student will be able to:
1. recognize music from the 1920s.
2. compare and contrast music from the 1920s to today's music.
3. learn dances from the 1920s.
Description of lesson/activity:
1. The teacher should choose several songs to play from the accompanying
"1920s Music/Dance Reference Sheet." Both the school's librarian and
music teacher may be helpful in locating recordings from the 1920s.
Students might learn to sing one or more son gs if sheet music is
available.
2. Students should then discuss how these songs are similar to each other
and determine possible characteristics of 1920s music to be written on the
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board. These may include references to lyrics, speed and/or simplicity of
melody, and should include a di scussion on the meaning or message of the
lyrics.
3. Students should then create lists of their current favorite songs, and
in small groups come up with possible characteristics of today's music.
The teacher should then help students to compare and contrast today's
music with music from the 1920s using the accompanying "Music Worksheet."
4. Students may learn the Charleston (1925) or the slow foxtrot (1927),
two fashionable dances from this time period; instructions for learning
the Charleston accompany the article entitled "Charleston!" found in the
February 1991 issue of "Cobblestone Magazine". The teacher may wish to ask
an outside person such as a parent, a Physical Education instructor, a
music teacher, or a professional dance instructor, to help teach the
dances to the students.
Resource for Lesson 1:
Zaber, Shari Lyn. "Charleston!" Cobblestone, Vol. 12, No.2, February,
1991.
A Crossroads Resource
Unit IX: Boom and Bust: 1921 - 1933
Lesson 1: Music of the 1920s
1920's Music/Dance Reference Sheet
1923 "Rhapsody in Blue" by George Gershwin
"Yes, We Have No Bananas"
"Tea for Two"
1925 "Show Me The Way to Go Home"
"The Charleston" was the fashionable dance
1926 Jelly Roll Morton music becomes popular
Duke Ellington tunes appear on record
"Bye Bye Blackbird"
1927 "The Slow Foxtrot" was the fashionable dance
"01 Man River" (from "Showboat")
"My Blue Heaven"
"Blue Skies"
"Let a Smile be Your Umbrella"
1928 "An American in Paris" by George Gershwin
"Bill"
"Am I Blue"
"You're The Cream in My Coffee"
"Makin Whoopee"
1929 "Stardust"
"Tiptoe through the Tulips"
"Singin in the Rain"
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1930 "Georgia on My Mind"
"I Got Rhythm"
Lesson 2: Alcohol and Organized Crime in the 1920s.
Objectives: The student will be able to:
1. describe the relationship between alcohol and organized crime in the
1920s.
2. explain why alcohol was outlawed.
3. explain why banning alcohol did not cut back on crime.
4. compare problems of alcohol and organized crime from the 1920s with
those of today.
Description of lesson/activity:
1. The teacher should provide information about Prohibition to the
students. Students may read the accompanying "Alcohol and Organized Crime
in the 1920s." Other possible resources are listed below. The October
1993, issue of "Cobblestone Magazine" has several articles on this topic.
2. Students should complete "Alcohol and Organized Crime in the 1920s"
student worksheet.
3. Following a review of the worksheet, the teacher should lead a
discussion that compares the problems of prohibition with current use of
alcohol. Students might also discuss government restriction of the
advertisement and sale of tobacco products and t he current use of illegal
drugs. Students should understand how government acts in these instances
and the results in the amount of criminal activity.
Resources for Lesson 2:
Barry, James P. The Noble Experiment, 1919-1933.
Watts, 1972).
(New York: Franklin
Clark, Norman H. Deliver Us from Evil: An Interpretation of American
Prohibition. (New York: Norton, 1976).
"Prohibition." Cobblestone, October 1993.
Severn, Bill. The End of the Roaring Twenties: Prohibition and Repeal.
(New York: J. Messner, 1969).
A Crossroads Resource
Unit IX: Boom and Bust: 1921 - 1933
Lesson 2: Alcohol and Organized Crime in the 1920s
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Alcohol and Organized Crime in the 1920s
Resource Sheet
By 1919 Congress had passed a law against the manufacturing,
selling, and transporting of alcoholic beverages. The idea was to create
an alcohol-free nation, which would cut down on crime and allow people to
spend the money they would have spent on alcohol on more worthwhile
things. Unfortunately, just the opposite happened.
When alcohol was banned, many people had problems giving up drinking.
The demand for illegal alcohol created "speakeasies," or secret saloons.
There was such a demand that millions of speakeasies emerged across the
country. Since the desire for alcoho I stretched across all social
classes from the unemployed to state governors, enforcement of the
anti-alcohol law was not always consistent.
As more and more speakeasies emerged, smugglers were needed to bring
alcohol into the country. This created a business for ruthless gangsters
who would stop at nothing to make a profit. Al Capone controlled the
supply and distribution of alcohol in Chicago like it was a business. By
1927, his organization had made $60 million through illegal alcohol sales.
Many gangsters wanted to be involved and take home a part of the profits.
Gangs fought for rights to sell alcohol in certain neighborhoods, and m
any people were killed. The anti-alcohol law's intent to cut back on
crime did not work out as the people had hoped.
A Crossroads Resource
Unit IX: Boom and Bust: 1921 - 1933
Name ---------------------------------
Alcohol and Organized Crime in the 1920s
Directions: Fill in the blanks in the crime cycle, then answer the
questions below.
7. Crime thrived in the streets
1. Alcohol was banned to create
an alcohol-free nation and cut
down on crime.
6. Gangs fought over
2. Many people would not give up
drinking, which created a demand
for
5. A lot of money was involved
in the illegal alcohol business,
and many people wanted to get in
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on it. 3. The demand created
"speakeasies", or
4. The Speakeasies needed people to
1. Why was alcohol outlawed in the United States at this time?
2. Why didn't the ban on alcohol reduce the crime rate?
3. How are problems with alcohol and organized crime different today?
Lesson 3: Automobiles of the 1920s and 1930s
Objectives: The student will be able to:
1. describe automobiles from this time.
2. determine ways in which they are different from cars today.
Description of lesson/activity:
1. Teacher should begin the lesson by explaining the growing importance of
automobiles in the 1920s. The teacher should then show the students
pictures of cars from the 1920s and 1930s using one of the many picture
books available. Two such books are listed below.
2. Students should described individual cars in writing, including enough
details so that there is no doubt which car is being described.
3. The teacher should lead a discussion about the differences between
these cars and today's cars. The discussion could include such features
as seatbelts, shape, color, size, and other safety features. Styles and
uses of automobiles should also be included.
4. Students should then use their description of a 1920s or 1930s car from
earlier in the lesson to write a paragraph explaining why they think that
car is not still made and driven today. The paragraph might focus on
safety, speed, or current uses that might make the earlier model obsolete.
5. Finally, students should begin to think about how automobiles have
changed America. The teacher may wish to discuss earlier methods of
transportation, comparing them to the automobile. Have students look
through a newspaper or magazine, identifying photographs, articles, or
advertisements that deal in some way with automobiles or trucks. Discuss
5 of 9 04/25/96 00:04:04
gopher://ericir.syr.ed ...ds/elem/Grade_5/unit_9 gopher://ericir.syr.ed ...ds/elem/Grade_5/unit_9
how these would change without the automobile.
Resources for Lesson 3:
Burness, Tad. Cars of the Early Twenties, (New York: Chilton Book Co.,
1968) .
Burness, Tad. Cars of the Early Thirties, (New York: Chilton Book Co.,
1970) .
Lesson 4: Films of the 1920s
Objectives: The student will be able to:
1. watch films from the 1920s.
2. discuss films from the 1990s.
3. compare the films from the two time periods.
Description of lesson/activity:
1. The teacher should introduce this lesson by describing the importance
and popularity of motion pictures during this period of time.
2. The teacher should show part or all of a film from the early 1920s-1926
(a silent film). Students might especially enjoy a comedy starring
Charlie Chaplin or a swash- buckling adventure featuring Douglas
Fairbanks. Many such films are available through school libraries or as
rental films.
3. After reviewing the silent film, the students should identify
differences between this film and a movie they might see today.
Similarities should also be noted.
4. The teacher should then show part of a film from 1926-1933 (a
"talkie"). The first "talkie" was Al Jolson's Jazz Singer, but students
might also enjoy a Shirley Temple film or even King Kong (1933).
5. The students should again identify differences and similarities between
this film and a movie they might see today.
6. As a culminating activity, students might write a scene for a silent
film about a situation/topic assigned by the teacher. Students could then
act out their "silent film" for the class, while the teacher videotapes
the scene on black and white film, with no sound. When finished,
students could watch their silent films.
Lesson 5: The Economic Importance of the Stock Market Crash.
Objectives: The student will be able to:
1. understand what it is like to buy and sell stocks.
2. experience a mock stock market crash.
6 of 9 04/25/96 00:04:05
gopher://ericir.syr.ed ...ds/elem/Grade_s/unit_9 gopher://ericir.syr.ed ...ds/elem/Grade_s/unit_9
Description of lesson/activity:
1. The teacher should precede this activity with some background
information about the stock Market Crash of 1929. A good resource for
students is "Some Questions and Answers About the Great Depression" found
in the March 1984, issue of Cobblestone Magaz ine.
2. Prior to beginning the activity, the teacher should reproduce
sufficient copies of the accompanying "Game Money" and "Quaggle
Certificates" to complete the game.
3. The teacher should begin the activity by explaining that the class will
be playing an economics game, and that each student will be given a
certain amount of money to buy a certain product. They may spend as much
or as little money as they want to on the product, but the object of the
game is to make as much money as possible by the end of the game.
4. The teacher will pass out $10 to each child in 1/3 of the class, $23 to
each child in 1/3 of the class, and $50 to each remaining child. This is
to simulate different classes of people in society.
5. The teacher will then begin the game by announcing that the products
being sold are "Quaggles," a rare and desirable commodity, and that if
students buy them today, they will cost $2. Prices may change tomorrow,
and each student may only buy three tod ay. (Note that the class can play
this game over several days or the time can be compressed as the teacher
desires.) The teacher will allow students to buy Quaggles until all
students have had a turn. As each student purchases a Quaggle, the
teacher gives them a "Quaggle Certificate," certifying that they have
purchased one Quaggle. Students receive one certificate for each Quaggle
purchased.
Day 2








The price doubles, costing $4 per Quaggle.
one can sell their Quaggles to friends for
Students may buy and sell as many Quaggles
on. The teacher limits the amount of time
Quaggles to 10 minutes each day.
Kids who bought on day
no more than $3.
as they want from now
for buying and selling
The cost of buying Quaggles goes up again to $6. Kids can sell
their Quaggles for no more than $5.
The cost of buying Quaggles rises to $10. Kids can sell their
Quaggles for no more than $9.
Today Quaggles from the teacher cost $18. Kids can sell their
Quaggles for up to $17.
The cost goes up again to $34. Kids can sell their Quaggles for up
to $33.
The cost of Quaggles drops to $30. Kids can sell their Quaggles for
up to $29.
The cost of Quaggles jumps to $35. Kids can sell their Quaggles for
$34.
Day 10 The cost jumps to $50. Kids can sell their Quaggles for $49.
The cost rises again to $40. Kids can sell their Quaggles for $39.
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Day 11 The teacher announces that the "Quaggle" is really just the
certificate that the students are buying, and that today Quaggles only
cost $1. At the end of the 10 minute trading period, students
should sit down with whatever they have. Students will then use their
Quaggles and money to fill out the accompanying "Quaggle Expenses
Sheet."
7. The teacher should lead a discussion of results of the Quaggle
exchange, and conclude it by explaining that what they just went through
was similar to the Stock Market Crash in the 1920s. Stocks (part of
companies) were bought and prices rose up and u p while people sold them
for more than they were worth. Then on October 29, 1929, people realized
they were paying too much when stock prices fell lower and lower and
lower. Many people who invested a lot of money in stocks could not sell
them even at t he price they originally paid causing them to lose money.
Resource for Lesson 5:
"Some Questions and Answers About the Great Depression." Cobblestone,
March 1984.
Quaggle Expenses
I started with $------------------ and ________________ Quaggles
I ended with $_------ and _______________ Quaggles
I made a profit of $---------
or
I lost $-----------
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Crossroads Elementary Curriculum
Grade 5
Unit X: The Age of Franklin D. Roosevelt: 1933-1945
Content to be Covered:
1. The Great Depression resulted in massive unemployment which affected
American society during the 1930s.
2. Living in the 1930s was dramatically different from life today.
3. Franklin D. and Eleanor Roosevelt had an important impact on the United
states.
4. World War II had a great effect on many lives and culminated with the
use of the atomic bomb.
Teacher's Rationale:
The content and concepts of this unit will allow students to have an
understanding of the lifestyle during the 1930s-40s period of American
history. The goal is for students to develop an appreciation for this
time period by focusing on the Depression ye ars and the contributions
made by Franklin and Eleanor Roosevelt. Students will be made aware of
the major events and personalities from the World War II era and discuss
the bombing of Hiroshima which ended the war.
Table of Contents:
Lesson 1: The Lives of the American People Were Affected in Many Ways
by the Great Depression.
Lesson 2: Franklin D. and Eleanor Roosevelt Made Significant
Contributions to American Society.
Lesson 3: World War II Had a Great Effect on the Lives of Many People
both in America and in Other Parts of the World and Culminated with the
Use of the Atomic Bomb.
Lesson 1: The Lives of the American People Were Affected in Many Ways by
the Great Depression.
Objectives: The student will be able to:
1. describe the effects that the Depression had on the American people
with regard to unemployment.
2. examine the Depression years in relation to hunger, homelessness and
family structure.
Description of lesson/activity:
1. Students should have an understanding of the Stock Market and causes of
the Depression from the previous unit. Through lectures, textbooks,
and/or primary resources, teachers should expose students to the economic
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effects of the Depression. A teacher background information page entitled
"1930s: Background Notes" is included.
2. Students should research the Depression years focusing on how the
Depression affected Americans. Specific areas to be covered include
unemployment, hunger, homelessness, and family structure. Two excellent
resources are "The Story of the Great Depression", by R. Conrad Stein, and
the March 1984 issue of "Cobblestone Magazine".
3. Students should listen to songs from the Depression era. Some
suggestions include, "Brother Can You Spare a Dime," "Side by Side," "In a
Shanty in Old Shanty Town," "Somewhere Over the Rainbow." Lyrics to these
specific songs can be found on the work sheet entitled "Songs of the
1930s." In cooperative learning groups, discuss how each song was
appropriate for this time period. Each group should then take a familiar
melody and write original lyrics to a song they think could have been
popular in the 1930s. Be sure to include historical information in the
lyrics.
Resources for Lesson 1:
Cobblestone Magazine. "The Depression." March 1984.




Unit X: The Age of Franklin D. Roosevelt: 1933-1945
Lesson 1: The Lives of the American People Were Affected in Many Ways by
the Great Depression.
"1930s: Background Notes" Teacher Background Information
1. Following the prosperity of the 1920s, America entered into the Great
Depression.
2. During the economic Depression laborers were dismissed from their jobs,
stores closed, small businesses and farms failed, banks had no money to
give their clients--therefore people had no money to buy things.
3. By 1930, four million people were out of work which doubled by the end
of 1931. Before the end of 1932, there were 12 million (one out of four)
able-bodied American who were unemployed.
4. Families suffered. Marriage and birth rates dropped. Families split
up since fathers and even young teenage children went off to look for
work. Some stood on street corners selling apples or shining shoes.
5. People lived in shanties (old beat-up cabins) and railroad cars. The
homeless built shacks out of crates and scrap metal.
6. President Hoover began his term in 1929. People blamed him for not
doing enough for the country. The shacks out of crates and scrap metal
built by the homeless were called "Hoovervilles."
7. Charity groups and local governmental agencies tried to help by
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establishing breadlines and soup kitchens.
8. Windstorms in the Great Plains ("The Dust Bowl") forced farmers off the
land. They traveled and were called migrant workers--farmhands who moved
from farm to farm.
9. President Roosevelt was elected in 1932.
10. The Great Depression lasted for ten years and ended with the onset of
World War II.
A Crossroads Resource
Unit X: The Age of Franklin D. Roosevelt: 1933-1945
Lesson 1: The Lives of the American People Were Affected in Many Ways by
-------- the Great Depression.
"Songs of the 1930s" Worksheet
"Brother, Can You Spare a Dime?"
Once I built a railroad, made it run,
Made it race against time.
Once I built a railroad, now it's done,
Brother, can you spare a dime?
Once I built a tower way up to the sun
Of brick and water and lyme.
Once I built a tower and now it's done,
Brother, can you spare a dime?
Once in khaki suits, gee we looked swell
Full of that Yankee Doodley-dum
A half a million boots went flogging through hell
And I was the kid with the drum.
Say don't you remember, you called me Al
It was Al all the time.
Say don't you remember, I was your pal
Brother, can you spare a dime?
(Repeat first Verse)
Side by Side
Oh we ain't got a barrel of money
Maybe we're ragged and funny but we'll travel along singing a song
Side by Side,
Don't know what's comin' tomorrow
Maybe it's trouble and sorrow but we'll travel the road
sharin' our load Side by Side.
Through all kinds of weather, what if the sky should fall,
Just as long as we're together it doesn't matter, at all.
When they've all had their quarrels and parted
We'll be the same as we started,
Just trav'lin' along Singin' a song Side by Side.
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In a Shanty in Old Shanty Town
It's only a shanty in old Shanty Town,
The roof is so slanty it touches the ground,
But my tumbled down shack
By an old railroad track,
Like a millionaire's mansion is calling me back.
I'd give up a palace if I were a king.
It's more than a palace it's my everything.
There's a queen waiting there with silvery crown.
In a Shanty in Old Shanty Town.
Somewhere Over the Rainbow
*Somewhere over the rainbow - way up high,
There's a land that I heard of once in a lullaby'
Somewhere over the rainbow - skies are blue,
And the dreams that you dare to
dream really do come true.
Someday I'll wish upon a star and wake up where
the clouds are far behind me.
Where troubles melt like lemon drops, away above
the chimney; tops - that's where you'll find me.
Somewhere over the rainbow; blue birds fly,
Birds fly over the rainbow; why then, oh why can't 17
*Sing above again
If happy little blue birds fly beyond
the rainbow, why oh why can't 17
Lesson 2: Franklin D. and Eleanor Roosevelt Made Significant
-------- Contributions to American Society.
Objectives: The student will be able to:
1. analyze references giving biographical accounts of FDR and Eleanor
Roosevelt.
2. explain how FDR contributed to American society through his New Deal
programs and Fireside Chats.
3. explain how Eleanor contributed to American society through her travel
throughout the United States giving speeches, her work in journalism, her
care for the underprivileged, and her work toward equal rights.
Description of lesson/activity:
1. Students should be introduced to FDR and Eleanor through a read-aloud
or video. Suggestions are offered in the "resources" section below.
2. Students should pick reference books on FDR and Eleanor Roosevelt.
Time should be given for students to read the books in class. When
reading is complete, students should fill in an outline form gathering all
pertinent information on the lives of the se two great historical figures.
Forms may need to be structured differently depending upon resources
available.
3. Upon completion of the outlines, students should work in cooperative
groups discussing what they have found through research. One child should
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act as a reader and list all similarities found within a group. Within the
same cooperative setting, each gr oup should construct two time lines
depicting the important events in FDR's and Eleanor's lives. The time
lines must be historically accurate; pictures and words from magazines or
newspapers may be included.
4. Students should refer to the worksheet entitled "FDR's Theme Song!"
Lyrics should be read and students should complete the worksheet.
Learning to sing the song would be a nice enrichment activity.
5. Students should each receive a dime (which shows FDR). Students should
seek answers from older friends and relatives as to what items could be
bought with a dime in the 1930s. Compile a class list. Students should
create a "dime" out of posterboard.
On one side, students should draw a portrait of FDR. On the other side,
students should draw a picture representing the FDR era.
Resources for Lesson 2:
Adler, David A. A Picture Book of Eleanor Roosevelt. (Holiday House, 1991).
Freedman, Russell. Eleanor Roosevelt: A Life of Discovery. (Clarion, 1993).
Freedman, Russell. Franklin Delano Roosevelt. (Scholastic Inc, 1990).
Osinski, Alice. Encyclopedia of Presidents: Franklin D. Roosevelt.
Press, 1987).
(Chicago: Chi
Weidt, Maryann N. Stateswoman to the World. (Carolrhoda Books, 1991).
A Crossroads Resource
Unit X: The Age of Franklin D. Roosevelt: 1933-1945
Lesson 2: Franklin D. and Eleanor Roosevelt Made Significant
Contributions to American Society.
"FDR's Theme Song" Worksheet
Happy Days are Here Again
Happy Days Are Here Again!
The skies above are clear again.
Let us sing a song of cheer again,
Happy Days are Here Again!
All together shout it now!
There's no one who can doubt it now,
So let's tell the world about it now,
Happy Days Are Here Again!
Your cares and troubles are gone;
There'll be no more from now on.
Happy Days Are Here Again!
The skies above are clear again,
Let us sing a song of cheer again,
Happy Days Are Here Again!
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Directions: Answer the following questions in full sentences.
1. Why do you think this particular song was chosen as FDR's theme song?
2. What "care and troubles" might the people hope are gone?
3. For what other president might this also be a good theme song? Why do
you think so?
Lesson 3: World War II Had a Great Effect on the Lives of Many People and
-------- Culminated with the Use of the Atomic Bomb.
Objectives: The student will be able to:
1. examine the major events and personalities connected with World War II.
2. develop an understanding of the experiences Jewish children suffered
during the Holocaust.
3. describe and develop an appreciation of the American lifestyle during
the war.
4. discuss the implications and effects of using an atomic bomb in war.
Description of lesson/activity:
1. Students should be exposed to background information about World War
II. This can be done through lectures, student reference books,
textbooks, and videos. See the "Resource and Additional Resources"
section below for specific materials which would b e good for student use.
2. A "World War II Quilt" should be constructed. Each student should be
given a 9" square of white construction paper. On the square, an
illustration of the event or person should be drawn with two or three
descriptive sentences included. All squares should be attached to form a
"quilt."
3. Students should choose a book related to the events of the Holocaust.
Some suggestions might be: Number the Stars , by Lois Lowery; Anne
Frank: The Diary of a Young-Girl, by Anne Frank; The Upstairs-Room, by
Johanna Reiss; A Place to Hide ,-by Jayne P ettit;- I Never Saw Another
Butterfly, by Hana Valavkova; or The Terrible Things , by Eve Bunting.
The choice should be selected and read. -
4. Students should work cooperatively in discussion groups analyzing
points which they found to be similar in the books read. A list should be
made by each group showing the major themes learned about the Holocaust by
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reading the novels. This could be d one through illustrations, cut paper,
magazines, newspapers, and summaries.
5. Students should find out as much as possible about the lifestyles of
the Americans at home during the war. An interview should be conducted
with a grandparent or older friend or relative. The worksheet entitled
"Interview: The 1940s" should be filled in. Responses should be shared
in class. A possible culminating activity would be to have a "guest
speaker" who lived in the 1940s speak to the class.
6. Students should be given background information on the culmination of
World War II, through the use of teacher chosen reference material. A
discussion should follow discussing a country's reasons for using atomic
bombs in warfare. As a culminating ac tivity, the teacher should read
aloud to the class either Hiroshima, No Pika , by Toshi Maruki or Sadako
and the Thousand Paper Cranes_, by Eleanor Coerr.
Required Resources for Lesson 3:
Coerr, Eleanor. Sadako and the Thousand Paper Cranes.
Publishing, 1977).
(New York: Dell
Maurki, Toshi. Hiroshima No Pika.
Books, 1980).
(New York: Lothrop, Lee and Sheppard
Additional Resources for Lesson 3:
Adler, David A. We Remember the Holocaust. (New York: Trumpet, 1989).
Auerbacher, Inge. I Am a Star Child of the Holocaust.
Prentice Hall, 1986).
(New York:
Black, Wallace B. and Jean F. Blashfield. Pearl Harbor!
Crestwood House, 1991).
(New York:
Bunting, Eve. The Terrible Things. (New York: Harper and Row, 1980).
Cobblestone Magazine. January 1993 and January 1994.
Dolar, Edward F. America in World War II.
Press, 1992).
(Connecticut: The Millbrook
Frank, Anne. Anne Frank: The Diary of a Young Girl.
Books, 1952).
(New York: Pocket
Griese, Arnold A. The Wind Is Not a River. (New York: Crowell, 1978).
Hills, Ken. Wars That Changed the World: World War II.
Marshall Cavendish, 1988).
(New York:
Isserman, Maurice. America at War: World War II.
File, 1991).
(New York: Facts on
Levitin, Sonia. Journey to America.
1970) .
(New York: MacMillan Publishing Co,
Lowry, Lois. Number the Stars. (New York: Dell Publishing Co., 1989).
McSwigar, Marie. Snow Treasure.
1942) .
(New York: Scholastic Book Services,
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Pettit, Jayne. A Place To Hide. (New York: Scholastic, 1993).
Reader's Digest. The World at Arms.
Association, 1989).
(New York: Reader's Digest
Reiss, Johanna. The Upstairs Room.
Company, 1972).
(New York: Thomas Y. Crowell
Richter, Hans Peter. Friedrick. (New York: Dell Publishing Co., 1961).
Schroder, Walter. Stars and Swastikas: The Boy Who Wore Two Uniforms.
(Connecticut: The Shoestring Press, 1992).
Stein, R. Conrad. The USS Arizona. (Chicago: Children's Press, 1992).
Stein, R. Conrad. Cornerstones of Freedom: The Story of D-Day.
(Chicago: Children's
Press, 1977).
Sullivan, George. The Day Pearl Harbor Was Bombed.
Scholastic, 1991).
(New York:
Uchida, Yoshiko. Journey to Topaz. (New York: Scribner, 1971).
Valavkova, Hana. I Never Saw Another Butterfly.
Books, 1993).
(New York: Schocker
Weatherford, Doris. American Women and World War II.
on File, 1990).
(New York: Facts
Wood, Tim and R.J. Unstead. The 1940's.
1990) .
(New York: Franklin Watts,
Teachers may order sets of World War II posters and history of the 20th
Century videos through: Knowledge Unlimited Inc., P.O. Box 52, Madison,
Wisconsin 53701-0052 or call 1-800-356-2303.
A Crossroads Resource
Unit X: The Age of Franklin D. Roosevlet: 1993-1945
Lesson 3: World War II Had a Great Effect on the Lives of Many People and
Culminated with the Use of the Atomic Bomb.
"Interviews: The 1940s" Worksheet
Directions: Interview a friend or relative who experienced life in America
during the War Years (1941-1945). Complete the following worksheet.
1. Name of interviewee
2. Place of residence from 1941-45
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3. Job/Earnings
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Crossroads Elementary Curriculum
Grade 5
Unit XI: Leader of the Free World 1945-1975
content to be Covered:
1. A cold war existed between the United States and the Soviet Union
following World War II.
2. The economic growth and scientific and technological progress of this
period encouraged a prosperous life for U.S. children.
3. John Fitzgerald Kennedy influenced America in many ways.
4. Martin Luther King Jr. guided the Civil Rights movement through his
policy of nonviolence.
5. The Vietnam War created conflict within the country.
Teacher's Rationale:
While teachers tend to view this period of time as recent history,
students often seen it as part of the distant past. However, many
important trends and events that still affect students today, such as the
growth of television, the Civil Rights movement , and the rise of national
power and prestige, had their roots in these decades. Students will find
that this unit increases their understanding of leaders such as John F.
Kennedy and Martin Luther King Jr. and explores events still controversial
today, such as the Vietnam War.
Table of Contents:
Lesson 1: The United States and the Soviet Union Were Engaged in a
Cold War.
Lesson 2: Growing Up in the 1950s Can Be Compared and Contrasted to
Growing Up Today.
Lesson 3: John F. Kennedy and Martin Luther King Jr. Were Influencial
Leaders in the 1960s.
Lesson 4: The Vietnam War Caused Conflict in the United States.
Lesson 1: The United States and the Soviet Union Were Engaged in a Cold War.
Objectives: The student will be able to:
1. define the concept of "cold war."
2. explore the major historical/political events occurring during this era
that were directly related to the cold war.
3. interpret a fictional account of the reality of cold war.
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4. discuss the dangers of a cold war.
Description of lesson/activity:
1. The students should be introduced to the concept of "cold war" through
teacher chosen resources. Available library resources and textbooks
should be utilized. An excellent additional resource is the May, 1991
issue of "Cobblestone Magazine".
2. The students should work cooperatively to corne up with a definition of
"cold war." Some possible responses might be:
A hostility between nations that steps just short of open war.
A war of words, threats, economics, and politics.
The period after World War II of a state of tension between
nations without actual fighting.
An uneasy peace marked by constant tension.
Definitions from each group should be represented on a chart and combined
to form one definition agreed upon by the entire class.
3. Students should listen to an oral reading of The Butter Battle Book_, by
Dr. Seuss. (This is also available on video.) Attention should be given
to the gradual building of arms and how this fictional story might relate
to the cold war between the United States and the Soviet Union. Stop at
various points during the story for group discussion.
4. Having heard The Butter Battle Book, students should write a story
prediction descrIbing what would happen-next, explaining their reasons why
these events might occur. In cooperative groups, students should combine
ideas from all story predictions and develop one result. On a large piece
of paper divided in half horizontally, print out the predicted ending on
the bottom and include an illustration depicting the story theme on the
top.
5. Using the completed class pictures, students should compile a list of
the dangers involved in a cold war.
Resources for Lesson 1:
Amazing Century: 1945-1960. (Chicago: Contemporary Books, 1992).
Boutis, Virginia. Looking Out. (New York: FourWinds, 1989).
Cobblestone. The Cold War. (May 1991, Vol.12, Number 5).
The Eagle and the Bear: A History of Soviet/American Relations. From
1945 to the Present (Video). Knowledge Unlimited, P.O. Box 52, Madison,
Wisconsin 53701-0052.
Seuss, Dr. The Butter Battle Book. (New York: Random House, 1984).
Westerfield, Scott. The Berlin Airlift.
Press, Inc., 1989).
(New Jersey: Silver Budett
Lesson 2: Growing Up in the 1950s Can Be Compared and Contrasted to
Growing Up Today.
Objectives: The student will be able to:
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1. describe the lifestyles of the American people in the 1950s with regard
to family life, scientific and technological progress, and fads in music
and recreation.
2. compare the lifestyles of a child growing up in the 1950s to today's
child.
Description of lesson/activity:
1. Students should read about lifestyles of the 1950s in such resources as
_Amazing century: 1945-1960.
2. Students could also explore books and old magazines to become
acquainted with the lifestyle of the 1950s. Particular attention should
be given to the types of advertisements shown in the magazine. Excellent
resources would be "National Geographic", "Life", and "Women's Day"
magazines. Teachers might check local libraries for copies of old
magazines.
3. Students should watch a movie or television re-run from the 1950s-60s
era. Some excellent choices would be Father Know Best, Leave It to
Beaver , or The Donna Reed Show. Discuss family structure, emphasizing
the idea of a nuclear family livIng in the suburbs. Students should keep
a list of ideas about the show which look or seem different from today.
4. Students should interview a friend or relative who grew up in the
1950s. Students should complete the accompanying worksheet entitled
"Interview: The 1950s."
5. Students should present interviews to the class. This is a good time
to also enjoy some music from the 1950s. A possible activity would allow
students to host a "sock hop" for parents or peers.
Resource for Lesson 2:
Amazing Century: 1945-1960. (Chicago: Contemporary Books, 1992).
A Crossroads Resource
Unit XI: Leader of the Free World: 1945-1975
Lesson 2: Growing Up in the 1950s Can Be Compared and Contrasted to
-------- Growing Up Today.
"Interview: The 1950s" Worksheet
Directions: Interview a friend or relative who grew up during the 1950s.
Complete the following worksheet.
1. Name of interviewee
2. Place of residence during the 1950s
3. Describe your elementary school experience
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Lesson 3: John F. Kennedy and Martin Luther King Jr. Were Influential
-------- Leaders of the 1960s.
Objectives: The student will be able to:
1. describe the main events in the life of John F. Kennedy.
2. understand the role of Martin Luther King Jr. in the Civil Rights
movement.
3. discuss the effects of the tragic assassinations of both John F.
Kennedy and Martin Luther King Jr.
Description of lesson/activity:
1. Using textbooks, encyclopedias, biographies, videos, and other
resources, students should learn about the life of John F. Kennedy. They
should be prepared to answer questions about the following events which
occurred during his term: Peace Corps, Bay of Pigs, Berlin Wall, and the
Cuban Missile Crisis.
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2. Using the worksheet entitled "Windows on a Presidency," the students
should record four important events in the life of John F. Kennedy
including explanations of each.
3. Students should read about or be shown a video of Martin Luther King
Jr. 's life. Attention should be paid to Dr. King's nonviolent approach in
his fight for civil rights. Students could then do one or both of the
following activities:
Select either John F. Kennedy or Martin Luther King Jr. and create
a diary that might have been written by him. Students should write at
least five dated entries based on outstanding events in this person's
life.
Make an illustrated time line that includes approximately seven to ten
important events in the life of John F. Kennedy or Martin Luther King Jr.
This activity could be done in cooperative groups. See the accompanying
worksheet entitled "Illustrated Time Line" for directions.
4. Students should discuss the untimely assassinations of these two
American leaders. Following this discussion, students should pick either
John F. Kennedy or Martin Luther King Jr. and write an essay describing
how life might have been different if he were still alive.
Resources for Lesson 3:
Anderson, Catherine. John F. Kennedy: Young People's President.
(Minneapolis: Lerner Publications, 1991).
Bullard, Sara. Free at Last: A History of the Civil Rights Movement and
Those Who Died in the Struggle. (New York: Oxford University Press,
1993) .
Casilla, Robert. A Picture Book of John F. Kennedy.
House, 1991).
(New York: Holiday
Cobblestone Magazine. Martin Luther King, Jr. (February, 1994).
Davidson, Margaret. I Have a Dream. (New York: Scholastic Inc., 1986).
Denebert, Darry. America's 35th President. (New York: Scholastic,
1988) .
Haskins, James. The March on Washington. (New York: Harper Collins,
1993) .
King, Coretta Scott. My Life with Martin Luther King, Jr.
Henry, Holt & Company, 1993).
(New York:
Patrick, Diane. Martin Luther King, Jr.
1990) .
(New York: Franklin-Watts,
Seward, James. John F. Kennedy.
1987) .
(New York: Ottenheimer Publishers,
Films on black studies focusing on the Civil Rights movement and the work
of Dr. Martin Luther King Jr. can be purchased through Knowledge
Unlimited, P.O. Box 52, Madison, Wisconsin 53701-0052.
A Crossroads Resource
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Unit XI: Leader of the Free World: 1945-1975
Lesson 3: John F. Kennedy and Martin Luther King, Jr., were influential
-------- leaders of the 1960s.
Windows on a Presidency
President of the United States--what a job! Each person who has served as
president of our country has his own story to tell. After you read about
John F. Kennedy, illustrate an important event from his life in each
window. Below each window, write a caption to explain your picture.
A Crossroads Resource
Unit XI: Leader of the Free World: 1945-1975
Lesson 3: John F. Kennedy and Martin Luther King, Jr., were influential
-------- leaders of the 1960s.
Worksheet: Illustrated Time Line
Make an illustrated time line that includes each of the important dates in
the life of . Obtain three, three-inch by
five-inch plain index cards for each date. On one card, write the date
with a dark, felt-tipped marking p en. On the second card, name or
describe the event. Punch one hole in the center top and one hole in the
center bottom of each card. String the cards together with yarn in
chronological sequence.
Source: Book Report Bandstand, The Learning Works, Inc. 1987, P.O. Box
6187, Santa Barbara, CA 93160, 800/235-5767
Lesson 4: The Vietnam War Caused Conflict in the United States.
Objectives: The student will be able to:
1. locate Vietnam and the surrounding countries on a map.
2. give reasons for the unrest in the U.S. during the Vietnam War.
3. use information from resources to describe the Vietnam Veterans
Memorial and relate what it means to veterans and their families.
4. analyze the lyrics to a song, relating it to the Vietnam era.
Description of lesson/activity:
1. Students should locate Vietnam on a world map. The teacher should
provide background from an encyclopedia, almanac, or other reference
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giving general knowledge about the country such as information on
lifestyle, language, religions, arts, and leisure activities.
2. Students should work with a world atlas and locate important cities and
land forms on a map of Vietnam. Students should complete this activity on
the accompanying worksheet entitled "Map of Vietnam."
3. Students should read or have read to them a book based on the Vietnam
War years. Excellent resources are available and are listed in the
resources section. Many of these books are based upon the Vietnam
Veterans Memorial and also include the history of the Vietnam War.
4. Students should complete the accompanying worksheet entitled "The
Vietnam Conflict."
5. Students should listen to a recording of "Blowin' in the Wind" written
by Bob Dylan. The lyrics are included on an accompanying worksheet.
Students should respond to the words of this song by listing the events in
the Vietnam War which could correlat e to Dylan's message.
6. Students should make a "sculpture" representing a symbol for peace.
For example, a dove could be created or people holding hands around a
globe. The sculpture should be constructed of all recyclable materials.
This can be done in a cooperative setti ng.
Resources for Lesson 4:
Ashabranner, Bret. Always to Remember.
1988) .
(New York: Scholastic, Inc.,
Bunting, Eve. The Wall. (New York: Clarion Books, 1990).
Donnelly, Judy. A Wall of Names. (New York: Random House, 1991).
Hills, Ken. Vietnam War. (New York: Marshall Cavendish, 1991).
Seah, Audrey. Vietnam. (New York: Marshall Cavendish, 1994).
Wexler, Sanford. The Vietnam War.
excellent teacher resource.)
(New York: Facts on File, 1992). (An
Wright, David K. Vietnam. (Chicago, Children's Press, 1989).
A Crossroads Resource
Unit XI: Leader of the Free World: 1945-1975
Lesson 4: The Vietnam War Caused Conflict in the United States
Worksheet: Map of Vietnam
Directions: On the following page are listed the names of important
places in and around Viet Nam. Please put the correct name in each area of
the map.
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A Crossroads Resource
Unit XI: Leader of the Free World: 1945-1975
Lesson 4: The Vietnam War Caused Conflict in the United States.
The Vietnam Conflict Worksheet




2. How long did the Vietnam War last?
3. Why did the Vietnam War cause conflict in the United States?
4. What treatment did the veterans of the Vietnam War receive?
5. Describe the work which went into the construction of the Vietnam
Veterans Memorial. Who had the idea? Who designed it?
A Crossroads Resource
Unit XI: Leader of the Free World: 1945-1975
Lesson 4: The Vietnam War Caused Conflict in the United States.
Answer Key for The Vietnam Conflict Worksheet
1a. Hawks - Americans who believed in the war and agreed that communism
was a threat to the United States.
lb. Doves - Americans who wanted the United States to get out of Vietnam
and agreed that the Vietnamese should work out their own problems.
2. War lasted from 1954-1975.
3. The hawks and doves could not agree. The doves marched in the streets
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and had peace rallies. Sometimes hawks showed up at these protests and
fights would break out. Meetings and marches against the war grew bigger
and bigger. A tragedy occurred in 1970 at Kent State in Ohio. Four
students were killed by special soldiers who were trying to keep order on
the campus.
4. Since America was sick of the cost and dissension of a war it did not
win, veterans were ignored and sometimes met with hostility.
5. A Vietnam veteran named Jan Scruggs decided that there should be a
special memorial which would list all the names of those who died in
Vietnam (nearly 60,000). He finally got permission to build a memorial in
Washington, DC. A nationwide contest fou nd Maya YingLin to have the
winning design for the memorial. It would be a black wall standing
between the sunny world and the dark earth. On Veteran's Day 1982, the
memorial was open to visitors.
A Crossroads Resource
Unit XI: Leader of the Free World: 1945-1975
Lesson 4: The Vietnam War Caused Conflict in the United States.
Lyrics Worksheet
Blowin' in the Wind
words and music by Bob Dylan
How many roads must a man walk down
before you call him a man?
How many seas must a white dove sail
before she sleeps in the sand?
How many times must the cannon balls fly
before they're forever banned?
The answer, my friend, is blowin' in the wind,
The answer is blowin' in the wind.
How many times must man look up
before he can see the sky?
How many ears must one man have
before he can hear people cry?
How many deaths will it take 'til he knows
that too many people have died?
The answer, my friend, is blowin' in the wind,
The answer is blowin' in the wind.
How many years can a mountain exist
before it's washed to the sea?
How many years can some people exist
before they're allowed to be free?
How many times can a man turn his head
pretending he just doesn't see?
The answer, my friend, is blowin' in the wind,
The answer is blowin' in the wind.
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Crossroads Elementary Curriculum
Grade 5
Unit XII: A Nation in Quandary: 1975--
Content to be Covered:
1. The United States is experiencing many public problems which have
developed over the last two decades.
2. The United States has forces within it which create unity.
3. The United States is interconnected to the rest of the world.
Teacher's Rationale:
The content and concepts of this unit will allow students to appreciate
the complexity of this period of history. The United States now faces
many problems such as racial discrimination, environmental pollution,
homelessness, substance abuse, unemployrnen t and domestic violence.
Despite these situations, the country has forces within it which continue
to unify society. It is important that both aspects are explored. In
addition, the United States is becoming more and more interconnected to
the rest of the world through technological advancements. Through this
unit, the students will gain an understanding of our "shrinking planet."
Table of Contents:
Lesson 1: The United States Has within It Forces Which Create both
Unity and Diversity.
Lesson 2: Technology Has Helped the United States to Interconnect to
the Rest of the World.
Lesson 1: The United States Has within It Forces Which Create both Unity
and Diversity
Objectives: The student will be able to:
1. define unity and diversity.
2. list issues which either unify or diversify society.
3. gather information regarding these issues.
4. present findings to the class.
Description of lesson/activity:
Note: This unit should be
The teacher should choose
members of the community.
several weeks. Make sure
presented as a current events/newspaper unit.
the newspaper most commonly subscribed to by
The newspaper will be analyzed over a period
several copies are available for student use.
of
1. Students should use a dictionary to look up the words "unity" and
"diversity." On two 5 x 6 index cards, students should write the
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definition for each. Under each definition, students should list
situations in the classroom which unify or diversify t he class. These
should be reviewed in a class discussion.
2. When the teacher is confident that students have a clear understanding
of these definitions, students should begin a class list containing the
forces which unify and diversify the United States. This list should
remain on the board and be added to throughout the lesson.
3. Students should browse through newspapers and watch the evening news
for several days, adding to the list of unifying and diversifying forces
began above.
Some examples might include articles or news stories on:
unity (something which brings us together): presidential decisions,
governmental news and actions, sports, heroes, music, entertainment.
diversity (something which makes us different, sets us apart): race,
occupation, homelessnesss, substance abuse, crime.
4. Students should be assigned to collect articles on topics which they
feel unify or diversify the country. Two bulletin board areas, one for
unity and one for diversity should be set aside to be filled with articles
from magazines and newspapers.
5. Students should become familiar with words used in the news by studying
the accompanying worksheet entitled "newspaper vocabulary." Proper
terminology should be used throughout the unit when analyzing articles.
In addition, students should become awa re of the parts of news stories by
finding the five "W's" and the "H" in each article: who, what, where,
when, why, and how.
6. After several days of collecting articles and reviewing them, students
should choose an issue which addresses a concern (diversifying force) at
present. Some suggestions might include racial discrimination,
environmental pollution, homelessness, subst ance abuse, unemployment, and
domestic violence. Each student should find at least three articles from
magazines and/or newspapers which address this topic. For each article
chosen, the students should identify the five "W's" and the "H." Based on
what they have learned, students should then write their own news story
including the five "W's" and the "H" based on their findings.
7. Students should next be familiarized with editorials (opinions) in the
newspaper. Students should complete the accompanying worksheet entitled
"What Do You Think?" which addresses current problems. To gather
information for this assignment, students should review newspapers,
magazines, and almanacs from the 1980s. Another good resource is Amazing
Century: 1975-1992. A class list should be made listing political and
social issues of importance.
8. As a culminating activity for this lesson, a newspaper should be
constructed by the class. Review the accompanying worksheet entitled
"News Special: A Nation in Quandary." Define "quandary" for the class as
"a state of uncertainty or perplexity." Explain that all researched
articles pertaining to this state of uncertainty should be considered for
inclusion in the newspaper. Cooperative groups of four to five students
each should be assigned to various sections of the newspaper. The
finished product could be reproduced and circulated to the class.
Ready-made outlined newspapers for student use may be purchased through
Teacher Created Materials, P.O. Box 1214, Huntington Beach, California
92647 (Item # TCM-138) .
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Resource for Lesson 1:
Amazing Century: 1975-1992. (Chicago: Contemporary Books, 1992).
A Crossroads Resource
Lesson 1:


























The United States Has within It Forces Which Create both Unity
and Diversity
Newspaper Vocabulary
printed notice of something for sale (short for
advertisement)
abbreviation for the Associated Press, a wire service
the event or situation a reporter is supposed to report on
coming directly from the speaker's mouth
a drawing usually in a comic strip which makes words appear
to be coming directly from the speaker's mouth
a headline that runs across the entire page Body; the main
part of a story
heavy or dark type Box border around any story or photo
the reporter's name which appears at the head of a news or
picture story
a person who writes a regular column giving a personal
opinion
all material used for publication
the person who edits news stories and writes headlines
the name of a photographer or artist below a piece of art
explanatory information under a picture or piece of art; also
called a caption
words at the beginning of a story that give the story's place
of origin
to correct and prepare copy for publication
a person who decides what stories will be covered, assigns
reporters to stories, improves the stories that
reporters write, and decides where stories will appear in
the newspaper
an article expressing the opinion of the newspaper editor or
management
a news story that may not have late-breaking news value, but
is timely and of interest to readers
a story with little news value used to fill up space
the newspaper's name as it appears at the top of the first
page; also known as the logotype or nameplate
urgent news, usually of a serious nature, found in the front
pages of a newspaper
words in large type at the top of a story telling what the
story is about; also called head Inverted form for a news
story where the important facts are listed first and
additional Pyramid details follow
(pronounced "leed") the first paragraph or two of a news
story, telling who, what, where, when, why, and how
short for obituary, a death notice
a page opposite the editorial page, where opinions by guest
writers are presented
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Scoop
person sent to gather information and write a news story for
the newpaper
a story obtained before other newspapers receive the
information
abbreviation for United Press International, a wire service
a news agency which sends out news stories from around the





Unit XII: A Nation in Quandary: 1975--
Lesson 1: The United States Has within It Forces Which Create both Unity
and Diversity
Worksheet: What Do You Think?
Here's your chance to say what you think about world affairs.
Based on a picture or article in your magazine, describe a serious problem
that exists somewhere in the world today. It may be one that is caused by
nature, people, or both. How would you solve the problem--without relying
on adults?
To help you come up with solutions, try this trick: List the three
most "wrong" steps to take. For example, what three actions would make the
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Lesson 2: Technology Has Helped the United States to Interconnect to the
-------- Rest of the World.
Objectives: The student will be able to:
1. understand how technology has aided the United States in
interconnecting with the rest of the world.
2. give specific examples of technology that improves communication.
3. research a new technological advancement.
4. share findings with the class.
Description of lesson/activity:
1. The teacher should help students gain an understanding of how the
United States is connected to the rest of the world technologically. The
class should brainstorm how the earth is "shrinking." Some validations to
support this idea are the Internet sy stem, cellular telephones,
satellites, the space program of the 1980s, fax machines, and improvements
in rapid transportation.
2. As a class assignment, students should collect at least ten pictures of
technological devices which help us to more efficiently "connect" with
each other. Students should arrange their pictures in a collage.
3. Students should research a technological advancement made since 1975.
This could be done through reading books, analyzing advertisements,
talking to store owners, or interviewing parents and relatives. Topics to
research should be seen in the first t wo activities in this lesson.
Students could build a model of the chosen technological advancement. A
brief description and reaction to the technology should be included.
4. As a culminating activity for this lesson, students should predict how
future technology might further interconnect us to each other. The class
should be divided into groups and asked to come up with as many future
"inventions'; as possible. Finally, students should complete the
accompanying worksheet entitled "Designs for the Future."
A Crossroads Resource
Unit XII: A Nation in Quandary: 1975--
Lesson 2: Technology Has Helped the United States to Interconnect to the
-------- Rest of the World.
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Designs for the Future Worksheet
Directions: What might future technology be like? In each box below
illustrate your futuristic idea.
Form of Transportation
House or Other Building
Form of Communication
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Vehicle or Tool
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Ask students to recall some of the biggest local news events of the year.
Can they do the same for national news? World news? Which stories affect
them directly? (teachers' strikes, park closings, etc.) Which stories affect
them indirectly? (World hunger, rising oil prices, etc.) Which stories do
not affect them at all?
GROUP ACTIVITY
Section off the class bulletin board into three categories: local,
national and world news. Break the class into three groups, one for each
category. Every day for a week or so, have each group clip from the newspaper
two or three articles and photos they feel are most important or interesting.
Each group should arrange its examples on the bulletin board.
At the end of the week, have students report on one of the events pictured
on the board. The oral reports should include the 5Ws and H-the who, what,
when, where, why and how of the story-as well as why the group felt the even
was important.
FOLLOW-UP
When a major local, national or world news story breaks, bring it to the
class' attention; challenge students to find follow-up stories in the days
that follow. Have them summarize events that have occurred. Story examples
might include natural disasters, political crises, major crime investigations,
disease outbreaks, organ transplant operations, etc. (Note that as the days go
on and the story becomes less timely, it may be harder to find follow-ups.
You might make the assignment a challenge: who will be the first to uncover
the news?)
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CURRENT EVENT AWARENESS #2
Grades 5-7
OBJECTIVE





Talk about a problem or issue at school or in the community that bothers
students personally: say, graffiti, dress codes, smoking, etc. Write a list
of these issues on the board. Select one issue that seems to interest all
your students, and hold a "rap session." Encourage students to voice
differences of opinion; don't hesitate to do the same!
GROUP ACTIVITY
Now turn the discussion to some of the controversial issues in the news
today-nuclear war, world hunger, prisoners' rights, election issues, and so
on. Pick a topic that evokes the most interest; look for related articles in
your class newspaper or distribute copies of articles you have selected
beforehand, preferably those that show all sides of the story. Assign the
articles as class reading and discuss the issue. Where do students stand?
On the board, list arguments on both sides of the issue. Then draw an
imaginary line on the floor, one end representing "for" and the other
"against" the issue at hand. Ask students to "take a stand," literally, on
the line where they feel they belong. They can stand at either end or
anywhere in between, depending on the strength of their beliefs. (In the
unlikely event that all are on one side, play "devil's advocate" and stand on
the other side.)
When everyone is standing, open the floor to debate. Spokespersons for
each side should argue their positions. The goal is to have some people move,
closer to one point of view. At the end, people can be standing anywhere but
in the "undecided" middle position.
FOLLOW-UP
Have students explain in writing their views on the above issue. Each can
write his or her own editorial on the issue, based on what has been learned
and discussed in the previous activity.
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May 1994
These lesson plans are the result of the work of the
teachers who have attended the Columbia Education
Center's Summer Workshop. CEC is a consortium of teacher
~om 14 western states dedicated to improving the
'ality of education in the rural, western, United
~cates, and particularly the quality of math and science
Education. CEC uses Big Sky Telegraph as the hub of their
telecommunications network that allows the
participating teachers to stay in contact with their
trainers and peers that they have met at the Workshops.
TITLE: LIFE ON THE MISSISSIPPI PAST AND PRESENT
AUTHOR: Tim Mercer; St. Gerard, LA
GRADE LEVEL/SUBJECT: 3 (adaptable to others)
OVERVIEW: With the Mississippi River nearby, students will learn and
appreciate the river for its past and present contributions. The area is
dependent upon this mighty river for its very existence.
OBJECTIVE(s): To familiarize students with the importance of the river
with its transportation, drinking wat.e r, food, commercial purposes, and
travel.
RESOURCES/MATERIALS:
maps of the world
maps of North America






the history of De Soto
the history of the Louisiana Purchase
dictionaries
class encyclopedia
diagrams and pictures of ships found on the river
Life on the Mississippi by Mark Twain
Huckleberry Finn
Songs and words of Old Man River
Rope
Pictures of floodplains, spillways, locks, ports, and levees
Addresses of the Department of Tourism and Commerce of: Minnesota,
Wisconsin, Iowa, Missouri, Kentucky, Tennessee, Arkansas, Mississippi,
Louisiana
ACTIVITIES AND PROCEDURES:
Given a map the students will label the Mississippi River and the states
that border it.
Given a map students match the names of the states with their capitals.
Students write a letter to the states that border the River (Department
of Tourism and Commerce) asking for information.
Students compile all the information obtained into a class book.
Given a map of North America students locate the river.
Given a map of the United States students locate the river.
Given a globe students locate the river.
Given a world map, students locate and label North America by its shape.
Given a world map, students locate and label the United States by its
,,",nape.
Using a compass, students label North, South, East, and West in the room.
Using a map and its key, students locate North, South, East, and West.
Given the other rivers of the world length, students compare their
distance to the Mississippi River.
Given the name and history of Hernando De Soto, students identify him as
the discoverer of the Mississippi River.
Given the history of the Louisiana Purchase, students identify that $27
million dollars as the purchase price of the river and the land surrounding
.~ that later became known as the Louisiana Territory.
Given a dictionary, students identify the difference between a land mile
_ild a nautical mile.
Given a map, students measure the distance in nautical miles from one
point on the river to another.
Given the definition of "knots", students become familiar with the term
"knot" and its relation to "nautical mile."
Given the facts, students learn the terms - mark twain, crest, Corp of
Engineers, and sea level.
Given diagrams of the following ships, students become familiar and
identify the following river related ships - steamboat, tugboat, tanker,
barge, freighter, and paddlewheeler.
Given pictures and definitions, students label floodplains, spillways,
Gulf of Mexico, locks, ports, and levee on a map.
Using a rope marking fathoms (6ft.) measure the depth of the room, 1st
floor to the ground, 2nd floor to the ground, and the 3rd floor to the
ground.
Given the song "Old Man River", students become familiar and identify the
words.
Read the book, "Life on the Mississippi" by Mark Twain as a class project.
TYING IT ALL TOGETHER: The class will take a field trip to the river and
ride on a paddlewheeler and a tugboat. Visit the Port of Baton Rouge and
the Louisiana Archives. They will view the river traffic and identify the
ocean going ships found, since Baton Rouge is the furthermost inland port
of these vessels.
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MOCCASIN MAKING
SUBJECT AREAS: History, Art, Math
GRADES: 4-6
OBJECTIVE: Students will make moccasins (like the Salish side-seam
pattern)
MATERIALS: Needles, thread, scissors, ruler, marker, 1 brown large
paper bag or equal sized piece of cloth per student.
ACTIVITY: Students will examine and follow directions to construct
a pair of Salish-style moccasins:
1. If using paper bag, it must first be softened by
crushing and flattening it repeatedly - until like
cloth.
2. Student must stand on bare right foot in lower right
corner of cloth and have a partner trace the foot.
3. Then add a 1" seam on 3 sides, fold on fourth side
and trace another half. Keep straight edge at heel.
4. Student cuts out folds on dotted line, and sews
around except for heel.
5. Cut (on top only) half way up and 1" each way.
6. Fold heel up vertically and sew halfway down
side seam.
7. Insert fringe piece if desired and sew across heel.
8. Turn inside out and wear on an Indian Day.
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SUBJECT AREAS: Fine Arts, Social Studies, Science
OBJECTIVE: Students will be able to use plant materials to create
various colored dyes and will be able to use these dyes
to create a painting and/or dye cloth.
MATERIALS: Various plant materials, books on plants, cloth or jars
to hold dyes.
ACTIVITY: This is an activity designed to have students collect
plant materials to make plant dyes. The student can use
these dyes to paint pictures of the things they saw
while they collected the materials or to dye cloth for
later use in art projects.
MAKE USE OF THE COLLECTING TIME TO TEACH CONSERVATION
PRACTICES IN COLLECTING. THE MATERIALS COLLECTED SHOULD
NOT NOTICEABLY CHANGE THE ENVIRONMENT OF THE AREA IN
WHICH THEY WERE FOUND. In some parts of the country and
in national parks, it is against the law to pick
wildflowers and plants. Find out if this is the case
in your area. Also investigate to avoid any poisonous
plants. (Be sure to supervise carefully your students
throughout this activity. Make sure no students attempt
to taste any of the plants or berries they collect.)
Color



















Dandelion roots, cherries, strawberries, red






Goldenrod (boiled), willow leaves, March
marigolds, ash (inner bark), St. Johnswort
flowers (boiled), onion skin, tulip trees'
leaves, ragweed, burdock, Osage orange roots
and bark (boiled)
Birch bark, willow bark, sassafras roots
Plantain leaves and roots (boiled), nettle
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Black Walnut husks, sumac leaves
*Reprinted with permission, American Forest Council, Copyright
1987, Project Learning Tree Supplementary Guide K-6.
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COMPARISON SHOPPING
GRADES 4 - 7
OBJECTIVE




Ask students if they or their parents have ever bought something at what
they thought was a good price, only to find out later that they could have
found a better price elsewhere. Let students describe some of their
experiences. Help them to see how to avoid such problems in the future by
learning how to be "smart shoppers"
GROUP ACTIVITY
Distribute Worksheet L, which asks students to analyze two ads for the same
product and decide which store offers the best buys.
After the worksheets are completed, discuss students' choices and ask them
to explain why they chose one store over another. Conclude that price,
convenience and personal preferences playa role in smart shopping. You might
want to point out that it often helps to see and, where possible, test a
product before buying it. Remind students to think about hidden expenses,
such as the cost of traveling to stores in remote locations. Select other
newspaper ads for similar products so students can repeat this activity. Try
to vary your selections to include ads for low-and high-priced items.
FOLLOW-UP
Give each student $1000 in "play money." Using newspaper classified ads,
challenge each to find the best used car for the money. Afterwards, compare






Albany's best bike buys
MONGOOSE 24" silver dirt bike $189
SCHWINN 10-speed, 26" electric blue $225
(Baskets $30 add'l)
Spare Tires for 10-speeds $29.99
Buy a MONGOOSE this month and get a set of reflectors free. Special
discounts on horns to kids with all As and Bs on their report cards.
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Unbelievable low prices on Big Wheels, Trikes and Wagons. Open 9-5, Mon-Sat.
Directions: Take Hwy 66 10 mi. west of Albany, turn East on Rte 128 for




Every day is a sale day!
Schwinn la-speeds, with baskets, $265
Mongoose dirt bikes, with baskets and reflectors, $220
One-year warranty on parts and services.
Bring in this ad before March 15 and get a free book on bicycle safety.
Open every day from 9:00 a.m. to 9:00 p.m.
In-town Bikes is located at 2525 Main St., in the heart of downtown Albany.
Which store has the best buy on Schwinn la-speed bikes with baskets?
If you lived right in the middle of the city of Albany, in which store might
you shop?
Why?
Why does Store A advertise the prices of bicycles without baskets?
What benefits does store A offer its customers?
Store B?
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Title: Real life situations using basic math skills.
GRADE: Adaptable for Grades 5 - 10.








Reconcilling a Bank Statement
Objective: Give the students a real life situation that requires
the use of all the knowledge they have learned, so they can put it
to use in a realistic situation.
Day 1: Give the students "A Life"
a. in Advance write out different scenarios that a
student can have (ie. Single parent with one child
age 4, Married with spouse NOT working 3 children
ages 4, 5, and 8)
b. Write out different jobs--McDonalds, Sales Clerk,
Waitress, Teacher, Nurse, etc. Including what their
salaries are and whether they get benefits, how often
they get paid and so on (or make the students figure this
out by looking in a handbook borrowed from the
counselor) .
c. Give each student a checkbook and a certain beginning
balance that they each have to start with.
d. Put the slips you made out for a. and b. in different
bowls and have the students draw one from each. This
is their life.
Inform the students that they will have to find a place to live.
Have several Newspapers ready for them to find a suitable place to
fit their "families". They have to write a check to you for rent,
deposit, etc. The students will also have to write out checks for
all of their bills, extra spending, or anything extra that might
pop up.
Tell the students that all checks go to you (You are the bank.)
Every day, in a different bowl, you will have different things that
can happen to a person in real life--Your child needs braces pay
the orthodontist $100.00 each month for the next four months. What
ever--(I also let my students make some up. They enjoyed that and
had a good time and used their imaginations.)--You might even let
them get money--You just received you federal income tax refund
Deposit $400.00 into your account--Of course you would get a
deposit slip so you can keep your records up to date. I had them
draw 5 things each day and they got the whole period to work on
their activity. You can keep this up for however long you want.
I did it for two weeks. At the end of the two weeks I gave them
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each a Bank Statement that had most of the checks written on it and
they had to reconcile their Check Books. You can experiment with
this in many ways and come up with a few new ideas. I also had the
students write 2 checks "per week" for Miscellaneous items. I also
had them draw as to whether or not they had a car and whether or
not they made Car payments.--this through in Bus Fare, Taxis etc.
1 day was equal to 2 weeks in my activity. This was a good
exercise and my students really got involved. They were really
worried about whether they were going to find a babysitter, if they
had enough money left over to pay all of the extra bills etc.
I also required a few things that had to be turned in.
Budget--per month
Revised budgets--after their first ones didn't quite work
Required to make out deposit slips for all deposits going into the
checking account
D
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Fractions in everyday life
Submitted by Terra Shea DeSpain-Lyon
University of North Texas
Date: March 27, 1996
Grade Level: 5-7
Overview: Many students can test well on multipying and
dividing fractions, but when it comes to real
life situations do not understand how to use
their knowledge.
Purpose: To assess students' working knowledge of fraction
multiplication and division.
Objective: Students will be able to apply what they've learned
about fractions to a real life situation.
Materials: Measuring cups, measuring teaspoons, measuring
tablespoons, ingredients for a choosen recipe, access
to an oven and refrigerator.
=========================================================================
Activities and Procedures:
1. Review adding, subtracting, multiplying, and dividing
fractions with class.
2. Discuss with students where they see fractions in life.
3. Have students look at measuring utensils. Question students
on where they've seen these and what they are used for.
4. On an overhead or board, you and the class must convert a
recipe to feed the class. For example, If a recipe makes three and
a half dozen cookies, How many cookies is this? (42) If there are
21 students in the class and they can eat five cookies a piece, How
many cookies do we need? (105) If one batch makes 42 cookies, how
many batches do we need? (2 1/2) They have to multiply each
fraction in the recipe by 2 1/2.
5. Split the class into four groups. On paper, first group
halves the recipe, the second group doubles the recipe, third group
makes the recipe feed the entire grade level for the school, and the
last group covnerts the recipe to feed 50.
6. After teh groups finish, discuss these aloud to let each
group hear how the other groups did this.
7. Make the recipe in class that you converted on the overhead.
The students do the measuring and mixing with teacher supervision.
8. Eat!!!!!
9. Give assignment. Each student takes a recipe from home and
does this again on own. they do the things we did in class: half
it, double it, make it feed the whole class, and make it feed the
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